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ABSTRACT
A college education has never been more important than it is today. With nearly two-thirds of
jobs in the future requiring some form of advanced education, and approximately one-third of
those requiring a bachelor’s degree, it is imperative that research be undertaken to address the
factors that contribute to the success of students in college, more so regarding the persistence and
retention of those students. Therefore, the purpose of this study was to determine the influence
of selected personal and academic demographic characteristics on the persistence to graduation,
specifically, within six years. A causal-comparative research design was used as the format for
the study, and discriminant analysis was the technique utilized to analyze the research data. A
relatively large extant data set provided by the university was used and all participants were
anonymous due to all individual identifiers being removed. Results of the study revealed two
substantively significant factors for persistence to graduation within six years of initial
enrollment: first semester GPA and credit hours earned by the students in their first semester of
enrollment. This study concluded that students who performed better academically and attained
higher GPAs in their first semester of college enrollment were more likely to persist to
graduation. In addition, it was concluded that students earning more credit hours in that initial
semester are more likely to graduate than those students who carry lighter course loads. It is
highly recommended by this researcher that there be a monitoring process for students to be
assessed multiple times throughout the first semester of college as well as their first full
academic year by the university to facilitate persistence to graduation for the student. It is further
recommended that the university establish a base of required courses that all incoming students
be required to take a minimal number of hours with comparable general education courses in
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order to monitor their progress. Being proactive during a student’s initial enrollment can provide
an avenue for a successful journey to graduation.

x

CHAPTER 1. INTRODUCTION
Never has an advanced level of education been more important than it is today. At no
time in history has education been more critical for the success of young people entering the
workforce due to the growth of the economy in both size and complexity (Bok, 2017). The
benefits of higher education accrue to both the individual and society (Klein & Perry-Sizemore,
2017). For the individual, they include the greater financial return, the financial option, and the
advantage of flexibility in a changing job market (Weisbrod, 1962), as well as a better quality of
life, heightened appreciation for the arts, and enhanced ability to function in society through
better communication and interpersonal skills (Klein & Perry-Sizemore, 2017). The days when
an individual could gain employment with a company and by sheer dedication, hard work, and
commitment to that company, advance and even rise to the level of middle management without
a high school diploma have become few and far between in today’s society. More and more of
the jobs that were once open to individuals without a diploma now require high school
completion for entry level employment. In fact, employment opportunity projections as reported
in the Occupational Outlook Handbook show that approximately 65% of jobs in the future will
require some form of advanced education beyond the high school level and even 35% of these
will require a baccalaureate degree from college; additionally, more than 80% of the projected
new jobs in the next twenty years will require at a minimum a four-year college degree (U.S.
Bureau of Labor Statistics, 2022).
A graduating high school student enters a new world soon after receiving his or her
diploma. Whether a student chooses to take some time off, go straight into the job market,
continue working at a job that was held during high school, or if that student decides to pursue a
higher level of education, such as with a college degree or technical/vocational school – it is a
1

decision that should not be taken lightly. High school graduation can be a doorway to higher
education and economic self-sufficiency (Zaff et al., 2017). In October 2021, 61.8 percent of
2021 high school graduates ages 16 to 24 were enrolled in colleges or universities, with little
change from the previous year (U.S. Bureau of Labor Statistics, 2022). In addition, about 14.3%
of adults had an advanced degree in 2021, up from 10.9% in 2011 (U.S. Census Bureau, 2022).
The age of the typical graduating high school student is eighteen years old. At that age, many
individuals are still trying to figure out exactly who they are and what they may want in life. One
of the many issues that face those students is what path they would like to take with education,
and in many instances, this may be the first of many big decisions they will make in their young
lives. The world can be a struggle, and an advanced education can help to relieve that struggle to
some degree. With the costs of so many things steadily increasing today, such as transportation,
housing, and food, obtaining a degree can help to increase the likelihood of finding a job
opportunity to relieve the burden of financial struggles. Securing a degree will not solve all
problems regarding employment, but a person with a degree stands a greater chance of obtaining
and securing employment that will bring in greater pay, benefits, and possibly a feeling of
accomplishment. It is not demeaning to be employed at a job that may be considered dead-end
by many because it is honest work. However, opportunities will be more plentiful for a person
securing a job with a college degree. A bachelor’s degree alone will open doors that are likely
unattainable for those with only a high school diploma.
According to Nguyen and Taylor (2003), the continuous upward trend in the college
enrollment rate during recent decades reflects the determination of both federal and state
governments in the United States to increase participation in post-high school education, basing
this phenomenon on the grounds that a more highly educated population is generally regarded as
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being a positive thing. Many graduating students today pursue an advanced education due to the
opportunities provided to them through programs such as the Taylor Opportunity Program for
Students (TOPS) in Louisiana. Prior generations, for example, graduating students twenty-five or
more years ago, did not have these opportunities given to them to pursue an advanced education
due in part to financing issues. There were no merit-based scholarship programs available to
students in Louisiana. With programs such as TOPS, tuition is paid for entering high school
graduates with only the college fees left to be paid by the student. Students prior to the initiation
of this program depended primarily on financial aid assistance or competing for a scholarship
offering. With the TOPS program, many more students can attend college with less of a financial
burden, thereby giving them the opportunity to attend, with stipulations, of course. These
stipulations typically include minimal credit hours earned each year as well as a minimal GPA
achieved. There is also an overall time limit that a student must adhere to, in many cases being
four academic years. In the event a student loses his or her award, the option is available to
regain it in the future, again, with stipulations. According to the Louisiana Office of Student
Financial Assistance (2019), a student must make Steady Academic Progress (SAP) (earn a
cumulative GPA of at least 2.00 on a 4.00 scale) at the end of every semester/quarter/session for
which grades are reported. If the student does not earn at least a 2.00, the award will be
suspended since the student did not make SAP. Furthermore, if the student does not achieve the
required TOPS Cumulative GPA within two years of suspension, the award will be permanently
canceled with no exceptions (Louisiana Office of Student Financial Assistance, 2019).
So many students today strive for advanced education when compared to previous years
As early as 1992, 97 percent of high school completers reported that they planned to continue
their education, and 71 percent aspired to earn a bachelor’s degree (Choy, 1999). The truth is
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that the world is a volatile place regarding opportunities. Students may pursue an advanced
education today because in this constantly evolving society and economy, it may be deemed a
necessity. Although that seems grim, the job market is a very competitive arena. Instead of being
stifled in a job where there is no room or opportunity for advancement, low pay, and no
autonomy, the idea that a college degree can lead to greater success is the reason that many
students want and need an advanced degree of some sort.
The decision to attend college is likely one of the first big decisions that a young adult
will make upon graduation from high school. There are many factors that influence a person’s
decision to attend college, including his or her ability, the cost of attending college, and the
socioeconomic status of his or her parents (Christensen, Melder, & Weisbrod, 1975). In some
cases, a person may attend college based on the insistence of others, such as family and/or
former teachers. For instance, someone may attend college based solely on the fact that he or she
is a legacy, meaning that his or her father or mother attended the university. There are also
instances in which a parent may pay tuition for the student only if he or she attends the university
of the parent’s choice. If the student feels as though there is no alternative in the situation, he or
she may abandon any prospects to attend at all. Family background plays an important role in the
decision to go to college, with parents being key socializing agents that provide critical
resources, opportunities, and guidance across development (Grusec & Davidov 2007; Nguyen &
Taylor, 2003).
Factors of a psychological nature may also be present. For instance, a student may also
have his or her own reservations about attending college, questioning whether he or she may be
able to do it. It is a whole new world outside of high school, and it may be overwhelming to
pursue an advanced education. An individual must also seek admission to a university, which is
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not necessarily guaranteed. A school may have lax admission requirements when compared with
a highly selective admissions process. A highly selective college is one that has very competitive
admission standards and a very low acceptance rate, primarily because of its highly recognized
name and top academic programs and faculty. These schools typically admit only 25% or fewer
of the students who apply. Someone may not be accepted to the university based on a variety of
factors, such as prerequisites not being met, low admission tests scores on the ACT and/or SAT,
and the possibility that a degree program may only accept a limited number of applicants in a
given academic year. Location may also be an issue for a student. The student may be faced
with the choice of attending college near home or he or she may want to venture out of state.
The student may have financial issues with securing housing on or near campus. Also, a student
may have responsibilities at home that will prevent him or her from attending at long distances or
possibly not at all. In situations such as these, the student may be a caregiver and needs to remain
close to home.
Most students who attend college in pursuit of a degree are successful, with success being
defined as those students who complete all requirements and are rewarded with a college
diploma. Graduation rates are typically defined as the percentage of students who graduate from
a program within four or six years of beginning at that institution. According to the National
Center for Education Statistics (2022), in 2020, the overall six-year graduation rate for first-time,
full-time undergraduate students who began seeking a bachelor’s degree at four-year degreegranting institutions in fall 2014 was 64 percent, which means that by 2020, 64 percent of
students had completed a bachelor’s degree at the same institution where they began in 2014.
The six-year graduation rate was 63 percent at public institutions and 68 percent at private
nonprofit institutions, with the overall six-year graduation rate being 60 percent for males and 67

5

percent for females (National Center for Education Statistics, 2022). Although the graduation
rates are intriguing, it is not a perfect reflection of the total student population. For example,
these rates do not include part-time and transfer students, and some students graduate within
eight years.
A student’s success can depend on many factors. Do they put in the time and effort? Do
they complete their work and attend classes? An important factor for retention is the gender of
the student. It has been a long-held ideology, or perhaps a popular opinion, that boys are smarter
than girls. Persistent gender biases still cast men as being intellectually superior to women,
meaning women are less likely to be hired for or seen as capable of handling smart roles, like
those commonly associated with fields like physics and engineering. Prior research has found
that females are advantaged in non-academic areas, such as parental, peer, and teacher
expectations, as well as non-cognitive skills, such as organization, self-discipline, attentiveness,
dependability, and seeking help from others (Jacobs & King, 2002). For example, it is generally
proposed that males excel in the math and sciences, while females are strong students in the
social sciences and humanities courses.
The chosen major plays a vital part for students. Students will usually enter college with a
variety of interests that may take them from one area of study to another. However, there are
those students who are quite certain of what they want to study and seek a degree in that field.
However, what they want to do and what they are able to do are not in alignment with one
another. Perhaps a student’s aptitude does not match his or her interests. For example, a student
may have aspirations in a certain field but cannot perform well enough in the required courses. If
biological science courses are a requirement and the student cannot grasp the subject matter, he
or she may have to make a choice to change majors or in some situations, withdraw from college
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due to the inability to find a suitable major. Success may also be dependent upon any assistance
provided throughout the duration of the student’s studies. If a student is struggling, he or she may
need help during the progression of the course. Some students are not aware of available
opportunities to help them, and many students may be afraid of asking for assistance, thereby
hindering their success in college. Student support programs and services may include peer
tutoring, academic counseling, and assistance in areas such as note-taking, time management,
exam preparation, and stress management.
Another factor that potentially influences retention in college is the student’s academic
history prior to college enrollment. Regarding the type of high school institution, did the student
attend a public school or a private school? There is also the possibility for home-schooled
students, which has increased in popularity in recent years. It is assumed by many that
attendance at a private school with a high school diploma achieved will open more doors and
college opportunities because of the education received in a private school. Public school
students may not have access to the same educational programs as those attending a private
school. This does not mean that private school graduates are smarter than public school
graduates, but they may have been afforded the academic opportunities others did not have.
Programs may be in place to adequately prepare private school students for advanced degrees
due to the funding available. Most public schools do not have the financial means and resources
to do so. Therefore, the type and size of high school attended plays a key role for student
retention and persistence since those who attended private schools are much more likely to go to
college and graduate (Evans & Schwab, 1995; Ganderton & Santos, 1995).

7

Statement of the Problem
One cannot discuss the current or possible future state of affairs regarding education
without mentioning its historical roots. “American colleges have existed for over 300 years and
continue to be among the most well-respected postsecondary institutions in the world;
throughout the course of its life, American higher education has withstood changes in mission,
curriculum, students, and financing” (Seidman, 2005, p. 8). According to Bok (2017):
Throughout the eighteenth and nineteenth centuries, fewer than five percent of young
people entered college, and less than half of those enrolled graduated; a college education
became more important to the economy as it grew in size and complexity. Throughout
most of the twentieth century, the percentages of young Americans who finished high
school and graduated from college were above the levels of other countries and large
enough in relation to the needs of the society that increasing the number who earned a
degree did not seem a matter of much urgency. Until late in the century, dropout rates
were seldom even considered a responsibility of the college. If students failed to stay the
course, their departure was widely attributed to their lack of ability or perseverance, not
to any failing on the part of the institution. (Bok, 2017, p. 8)
Fast forward to current times in the realm of advanced education. Several avenues have
emerged that allow more students to pursue an advanced education. For example, in the last
twenty or so years, merit-based scholarships have emerged as one tool in educational policy to
make higher education opportunities available to more individuals (Stanley & French, 2009).
According to Klein and Perry-Sizemore (2017), merit aid programs are special subsidies that
allow families to pay for college tuition in the currency of academic achievement rather than
dollars while also seeking to encourage academic achievement and to provide an incentive for a
state’s brightest residents to pursue postsecondary education in-state.
Although whether to enroll in college is one of the major decisions an individual must
make, much thought should be given to the process it will take to persist to graduation with a
college degree. The topic of persistence to a degree is not a new phenomenon, but it has received
increased attention because the growing demand for a college degree has outstripped the carrying
8

capacity of the higher education system and because tight fiscal budgets raise the social
opportunity costs of non-completion (Bowen, Chingos, & McPherson, 2009). Finally,
employment opportunity projections, as reported in the Occupational Outlook Handbook, show
that approximately 65% of jobs in the future will require some form of advanced education
beyond the high school level with approximately 35% of these jobs requiring a baccalaureate
degree from college; in addition, more than 80% of the projected new jobs in the next twenty
years will require at a minimum a four-year college degree (U.S. Bureau of Labor Statistics,
2022). Therefore, research is needed to address the factors that contribute to the success of
students in college, more specifically, their persistence to graduation within six years.
Purpose of Study
The purpose of this study was to determine the influence of selected personal and
academic demographic characteristics on the persistence to graduation among first time enrolled
traditional age undergraduate students at a research university-very high research activity
(RU/VH) in the southern portion of the United States.
Objectives
The following objectives were developed to guide this study:
1. To describe incoming first time enrolled traditional age undergraduate students at a
research university-very high research activity (RU/VH) in the southern portion of the United
States who graduated within six years of their first enrollment on the following selected personal
and academic demographic characteristics:
a. Gender;
b. Type of high school attended (public or private);
c. Race/Ethnicity;
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d. First semester major;
e. High school grade point average (GPA);
f. College entrance examination (ACT/SAT) composite scores;
g. Credit hours the student attempted in their first semester of enrollment;
h. Credit hours the student earned in their first semester of enrollment;
i. The semester GPA achieved in the first semester of college enrollment;
j. Final GPA; and
k. Whether or not the student received one of the university’s five major
scholarships as financial aid.
2. To describe incoming first time enrolled traditional age undergraduate students at a
research university-very high research activity (RU/VH) in the southern portion of the United
States who did not graduate within six years of their first enrollment on the following selected
personal and academic demographic characteristics:
a. Gender;
b. Type of high school attended (public or private);
c. Race/Ethnicity;
d. First semester major;
e. High school grade point average (GPA);
f. College entrance examination (ACT/SAT) composite scores;
g. Credit hours the student attempted in their first semester of enrollment;
h. Credit hours the student earned in their first semester of enrollment;
i. The semester GPA achieved in the first semester of college enrollment;
j. Final GPA; and
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k. Whether or not the student received one of the university’s five major
scholarships as financial aid.
3. To compare incoming undergraduate students at a research university-very high research
activity (RU/VH) in the southern portion of the United States by whether or not they persisted to
graduation within six years of their first enrollment on the following selected personal and
academic demographic characteristics:
a. Gender;
b. Type of high school attended (public or private);
c. Race/Ethnicity;
d. First semester major;
e. High school grade point average (GPA);
f. College entrance examination (ACT/SAT) composite scores;
g. Credit hours the student attempted in their first semester of enrollment;
h. Credit hours the student earned in their first semester of enrollment;
i. The semester GPA achieved in the first semester of college enrollment;
j. Final GPA; and
k. Whether or not the student received one of the university’s five major
scholarships as financial aid.
4. To determine if a model exists that significantly increases the researcher’s ability to
correctly classify incoming undergraduate students at a research university-very high research
activity (RU/VH) in the southern portion of the United States on their persistence to graduation
within six years of their first enrollment from the following selected personal and academic
demographic characteristics:
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a. Gender;
b. Type of high school attended (public or private);
c. Race/Ethnicity;
d. First semester major;
e. High school grade point average (GPA);
f. College entrance examination (ACT/SAT) composite scores;
g. Credit hours the student attempted in their first semester of enrollment;
h. Credit hours the student earned in their first semester of enrollment;
i. The semester GPA achieved in the first semester of college enrollment; and
j. Whether or not the student received one of the university’s five major
scholarships as financial aid.
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CHAPTER 2. LITERATURE REVIEW
A History of College Education
High school graduation can be a doorway to higher education, economic self-sufficiency,
and civic engagement (Belfield & Levin, 2007; Zaff et al., 2017). High school students today are
faced with several choices when they graduate, with the two primary choices being whether they
should go straight into the labor market or to college (Nguyen & Taylor, 2003). However, the
choices available to previous generations regarding education beyond the high school level were
limited. According to Bok (2017):
Throughout the eighteenth and nineteenth centuries, fewer than five percent of young
people entered college, and less than half of those enrolled graduated. Finishing college
was rarely a matter of great consequence since students did not need a degree to enter
most occupations and professions. As the economy grew in size and complexity, college
education became more important to the economy. Throughout most of the twentieth
century, however, the percentages of young Americans who finished high school and
graduated from college were above the levels of other countries and large enough in
relation to the needs of the society that increasing the number who earned a degree did
not seem a matter of much urgency. Until late in the century, dropout rates were seldom
even considered a responsibility of the college. If students failed to stay the course, their
departure was widely attributed to their lack of ability or perseverance, not to any failing
on the part of the institution. (Bok, 2017, p. 8)
Much research has been done to obtain more insight into the factors influencing these
choices of whether or not to pursue an advanced education, especially since policy makers have
been keen to increase college enrolment rates (Averett & Burton, 1996; Behrman, Kletzer,
McPherson, & Schapiro, 1998; Christensen et al., 1975; Evans & Schwab, 1995; Jackson &
Weatherby, 1975; Leslie & Brinkman, 1987). According to Nguyen and Taylor (2003), the
continuous upward trend in the college enrollment rate during recent decades reflects the
determination of both federal and state governments in the United States to increase participation
in post-high school education, basing this phenomenon on the grounds that a more highly
educated population is generally regarded as being a positive thing. The percentage of high
13

school graduates aged 18-21 in college, for example, increased from 33.5%-43.7% between 1975
and 1999 (Nguyen & Taylor, 2003). In 2021, the highest level of education of the population
age 25 and older in the United States was distributed as follows (U.S. Census Bureau, 2022):
•

8.9% had less than a high school diploma or equivalent.

•

27.9% had high school graduate as their highest level of school completed.

•

14.9% had completed some college but not a degree.

•

10.5% had an associate degree as their highest level of school completed.

•

23.5% had a bachelor’s degree as their highest degree.

•

14.4% had completed an advanced degree such as a master’s degree, professional

degree or doctoral degree.
Furthermore, the changes over the duration of ten years are as follows (U.S. Census
Bureau, 2022):
•

The high school completion rate in the United States for people aged 25 and older

increased from 87.6% in 2011 to 91.1% in 2021.
•

The percentage of the population aged 25 and older with associate degrees rose

from nine and a half percent to 10.5% between 2011 and 2021.
•

Between 2011 and 2021, the percentage of people aged 25 and older who had

completed a bachelor's degree or higher increased by seven and a half percentage points from
30.4% to 37.9%.
•

From 2011 to 2021, the number of people aged 25 and over whose highest degree

was a master’s degree rose to 24.1 million, and the number of doctoral degree holders rose to 4.7
million, a 50.2% and 54.5% increase, respectively.
•

About 14.3% of adults had an advanced degree in 2021, up from 10.9% in 2011.
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In addition, according to the U.S. Census Bureau (2022), of adults aged 25 and older who
had completed a bachelor’s degree or more, 53.1% were women and 46.9% were men.
According to Nguyen and Taylor (2003), it has been argued that getting a greater proportion of
young people into higher education will improve their job prospects, increase labor productivity,
and encourage better citizenship; however, some concern has been expressed that as participation
in post-high school education rises, those without qualifications beyond high school graduation
become increasingly disadvantaged in the labor market.
The Decision to Attend College
Attending college is likely one of the first big decisions that a young adult will make
upon graduation from high school. Human capital theory has been widely used to investigate the
decision to attend college, with the assumption being that individuals choose from two
alternatives – to invest in education beyond the current level of education or to forgo formal
schooling and enter the labor market (Nguyen & Taylor, 2003). According to Christensen et al.
(1975), three factors that may influence a high school graduate's decision to attend college are
considered: (1) his or her ability, (2) the cost of attending college, and (3) the socioeconomic
status of his or her parents. Under the human capital investment model, individuals will choose
to attend college only if the present value of the expected benefits exceeds the present value of
the expected costs (Becker, 1964). Furthermore, human capital theory suggests that individuals
with higher ability are more able to reap the benefit from investment in post-high school
education, therefore making high school achievement an indicator of ability since test scores are
a powerful predictor of college-going behavior (Averett & Burton,1996; Borus & Capenter,
1984; Christensen et al., 1975; Ganderton & Santos, 1995; Hilmer, 1998, 2001; McElroy, 1996).
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Human capital theory, which served as the conceptual framework in this study, also
suggests that family background plays an important role in the decision to go to college, with
parents being key socializing agents that provide critical resources, opportunities, and guidance
across development (Grusec & Davidov, 2007; Nguyen & Taylor, 2003). They can provide
access to other key contexts, including peers and the school, as well as providing a home
environment that fosters socioemotional and intellectual development (Zaff et al., 2017). In
addition to parents as socializing agents, family income has also been found to be a significant
determinant of the decision to go to college; in the absence of reliable income data, many studies
use parental occupation and employment status as proxies, though it is possible that these have
effects on the college-going decision (Cameron & Heckman, 1998; Christensen et al., 1975;
Corman, 1982; Evans & Schwab, 1995; Hilmer, 1998, 2001; Kane, 1994). Furthermore, parents
with high occupational status are more likely to encourage their children to follow educational
routes, have more resources available to support their children's education, and have children
who are more likely to choose post-high school education rather than entry into the labor market
(Averett & Burton, 1996; Farley Ordovensky, 1995). Several previous studies have found that
parental education is one of the most powerful factors influencing the decision to go to college
(Averett & Burton, 1996; Christensen et al., 1975; Evans & Schwab, 1995; Kane, 1994;
McElroy, 1996; Willis & Rosen, 1978). Finally, the type and size of high school attended also
plays a key role in the decision to attend college. Students attending a private school, including
Catholic schools, are found to be much more likely to go to college (Evans & Schwab, 1995;
Ganderton & Santos, 1995).
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College Retention and Persistence
Many theories have been proposed to explain the issues associated with college retention
and persistence. According to Seidman (2005), persistence refers to the desire and action of a
student to stay within the system of higher education from beginning year through degree
completion, whereas retention refers to the ability of an institution to retain a student from
admission to the university through graduation. While theories of college student persistence
emphasize the critical role that college experiences play in shaping eventual graduation and
possibly gender differences in graduation, they acknowledge how background characteristics and
precollege educational experiences shape students' adjustment to college and likelihood of
persistence (Cabrera, Castaneda, Nora, & Hengstler, 1992). Tinto's (1993) model of social
integration and Bean's (1983) model of student attrition sought to identify consequential college
experiences that vary by gender and possibly contribute to the gender gap in graduation. Models
of college student persistence have argued that students' experiences during college critically
shape their likelihood of persistence through to degree completion by fostering commitment to
earning a degree and to a particular institution (Cabrera et al., 1992). Tinto (1993) highlighted
the importance of social and academic integration into the college community for persistence
since integrated students have support and are invested in their programs; he further identified
the importance of good matches between individual ability and institutional academic and social
characteristics. Furthermore, social integration consequentially shapes a student's likelihood of
graduation since social involvement in the college environment fosters social support and a
commitment to persist (Tinto, 1993). However, according to Ewert (2012), participation in
student clubs may facilitate academic outcomes by enhancing commitments to academic pursuits
while time spent playing sports may compete for time devoted to academic studies, which in turn
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may decrease the likelihood of persistence to a college degree. Generally speaking, “the greater
students' involvement in the life of the college, especially its academic life, the greater their
acquisition of knowledge and development of skills” (Tinto, 1997, p. 600).
Behavior beyond social involvement also affects college student persistence (Bean,
1983). College attendance patterns are an important type of persistence behavior since disrupted
attendance limits persistence (Kuh, Cruce, Shoup, Kinzie, & Gonyea, 2008; Laird & Cruce,
2009; Lee, Mackie-Lewis, & Marks, 1993). Students who take time off, attend part-time, or
transfer may be less likely to persist because they amass fewer credits, socially integrate less into
the college community due to reduced time spent on campus, and spend longer in college, which
reduces the likelihood of graduation (Goldrick-Rab, 2006; Jacobs & King, 2002; King, 2003;
Laird & Cruce, 2009). College academic performance is identified as another central factor that
contributes to the likelihood of graduation (Ewert, 2010). According to the student integration
model, high college grades indicate academic integration and a good fit between the academic
characteristics of institutions and the abilities and efforts of students (Cabrera et al., 1992).
Academically integrated students are able to handle the academic rigor of college and persist.
In addition to such educational experiences, Bean (1983) argued that factors external to
academic institutions affect persistence. According to Seidman (2005), “there are nine themes
that affect retention: the student’s background, money and finance, grades and academic
performance, social factors, bureaucratic factors, the external environment, psychological and
attitudinal factors, institutional fit, and commitment” (p. 216). Family obligations and jobs may
limit persistence to graduation by placing competing demands on time needed for schoolwork
and by limiting social involvement at school, thereby negatively affecting the student’s grades
(Bean, 1983; Ewert, 2012). For example, the presence of children may negatively affect the
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likelihood of a woman completing her college degree (Goldin, Katz, & Kuziemko, 2006; Jacobs
& King, 2002). Although the causal relationship appears to be that education delays family
formation, there is a feedback loop from childbearing to education such that female students who
bear children often drop out as a result of difficulty in balancing the roles of mother and student
(Kravdal & Rindfus, 2008).
The problem of persistence to a degree is not new, but it has received much attention
because the growing demand for a college degree has outstripped the carrying capacity of the
higher education system and because tight fiscal budgets raise the social opportunity costs of
non-completion (Bowen et al., 2009) According to Rosenbaum (1998), tight fiscal budgets raise
the social opportunity costs of non-completion. Inadequate family and teacher support in the
college application process, poor academic preparation, and financial resources are the most
common factors proposed to explain the variation in college persistence (Bettinger & Long,
2009; Dynarski, 2003), but some studies also call attention to the importance of the studentcollege match (Niu & Tienda, 2013). However, there is a consensus that family background and
pre-collegiate academic achievement are the key determinants of college persistence and degree
completion (Bowen & Bok, 1998). Studies of educational attainment typically account for
socioeconomic status, family structure, race, gender, and high school performance (Baker &
Velez, 1996; Buchman & DiPrete, 2006; Goldin et al., 2006). Students with higher high school
academic performance (measured with grades and tests scores), who take college preparatory
classes, and do not have disciplinary problems are more likely than others to graduate from
college (Buchman & DiPrete, 2006; Goldin et al., 2006). Highly performing high school
students, who are disproportionately female, may benefit from adequate academic preparation,
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development of effective study habits, and commitment to school (Allen, 1999; Goldrick-Rab,
2006). According to Tinto (1982):
The unavoidable fact is that dropout and persistence are both reflections of the
functioning of the higher educational system. As a national phenomenon, attrition has
been a surprisingly stable feature of the higher educational enterprise. It is unlikely to be
significantly altered without some massive changes in both the structure and functioning
of higher education in the United States. (Tinto, 1982, p. 693)
Student Academics and Course Load
The academic momentum perspective, pioneered by Clifford Adelman, emphasizes the
importance of timely accumulation of credits, especially during the first year of college; if, at the
beginning of their first year in college, undergraduates attempted more course credits per
semester, then overall graduation rates could rise (Attewell & Monaghan, 2016). According to
Attewell and Monaghan (2016):
Academically and socially similar students who initially attempt fifteen rather than
twelve credits do graduate at significantly higher rates within six years of initial
enrollment. It was also found that students who increased their credit load from below
fifteen to fifteen or more credits in their second semester are more likely to complete a
degree within six years than similar students who stay below this threshold. (p. 682)
Attewell, Heil, & Reisel (2012) posit three theoretical reasons for why academic
momentum could have a causal impact on college completion. First, intense enrollment brings a
student into more regular contact with professors and fellow students, thereby facilitating their
integration into the social and academic life of their college; this may be consequential for nonresidential students who contact is primarily through coursework and class time (Tinto, 1975).
Second, rapidly accumulating credits could improve a student’s sense of efficacy and of
academic self- concept (Bong & Skaalvik, 2003), reinforcing commitment to degree completion.
Third, a heavier course load could effectively crowd out other attachments, such as those
at work and in peer groups, which would otherwise garner more attention and discourage the
devotion of effort towards schooling (Attewell & Monaghan, 2016).
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According to Attewell and Monaghan (2016), some students sign up for fewer courses
because of time constraints, such as those having full-time employment or childcare
responsibilities, while others may fear the intensity of a full course load and prefer a smaller,
more manageable number of courses. For many students, it may be that a twelve-credit load is
chosen by default since it has become the norm on many college campuses; a fifteen-credit load
is viewed as being heavy (Attewell & Monaghan, 2016). Attewell and Monaghan (2016) have
stated the following:
Many students, and especially entering freshman, may register for twelve credits because
this is what they are told is done, and because this is what they see most other students
doing; more importantly. It may be that no credible authority steps in and suggests that
this course of action will leave the student unable to reach their goal on time. (Attewell &
Monaghan, 2016, p. 685)
Finally, a student’s capacity to complete as well as his or her enrollment intensity may be
affected by certain attributes of the university; for example, at larger institutions, competition for
a place in a class may lead to some students being unable to enroll in courses that are needed
(Attewell & Monaghan, 2016). This may be a contributing factor to that student enrolling in less
credit hours. It has also been suggested by some research that institutional crowding in the public
sector due to scarce resources has reduced degree completion and increased time-to-degree in
recent decades (Bound, Lovenheim, & Turner, 2010; 2012).
A Decision to Make: College Major Declaration
A student’s college major choice is a dynamic process - it may change between his or her
first semester of study and graduation. Students structure their college experiences around
choice of college major, and so field of study is of utmost importance in shaping eventual
graduation (Leppel, 2001). One key factor that is a determinant of college major choice is the
expected earnings one receives upon completion of college (Olitsky, 2014). Students have a
choice of enrolling in a science, technology, engineering, and math (STEM) curriculum within
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their major. According to Green and Sanderson (2018), “STEM fields remain vital for the U.S.
economy due to both the demand for STEM jobs and the continual advancement of technology
associated with STEM areas” (p. 79). Although students enter the STEM pipeline in during their
elementary school years and can leak out of the pipeline at various points in their academic and
professional careers, most of the STEM attrition takes place during students’ undergraduate
careers (Heilbronner, 2011).
There have been many prior studies that have pointed to precollegiate characteristics, for
example, SAT math scores, high school GPA, high school rank, and grades during the first
semester of college as significant predictors of aptitude and persistence in STEM fields (Crisp,
Nora, & Taggart, 2009; Heilbronner, 2011; Thompson & Bolin, 2011; Whalen & Shelley, 2010).
Thompson and Bolin (2011) recommend that high ranked high school students should be
encouraged to declare STEM majors. Programs that provide faculty mentors, academic support,
peer support, undergraduate research opportunities, and professional development, such as the
Howard Hughes Medical Institute (HHMI) Professors Program at Louisiana State University
(LSU), should be created at institutions to assist students (“Bayer facts of science education
XV”, 2012). As it is stated by Louisiana State University (n.d.):
Our model addresses the key factors that impact STEM attrition, particularly for
underrepresented in STEM disciplines. Based on the premise that academic turnarounds
are possible for motivated students, the HHMI Professors Program provides the necessary
support structures to offer students ways to engage them in new experiences that could
lead to a transition to academic excellence. These students, typically sophomores and
juniors in the undergraduate GPA range of 2.5 and 3.25, are often overlooked as potential
scientists who benefit from academic interventions and systematic mentoring. When
these students do advance, they have the power to mentor and inspire other students who
have not consistently performed at high levels to reach their goals. (“Bayer facts of
science education XV”, 2012, para. 2)
According to Heilbronner (2011), students who believed that they could excel in STEM
were more likely to graduate with a STEM degree. This is especially true for women; while men
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chose to declare STEM majors based on interest and personal use, women were more concerned
with performance, ability, opinions of others, and effort (Sullins, Hernandez, Fuller, & Tashiro,
1995). Shapiro and Sax (2011) also found that there are four factors that are likely to influence a
woman’s decision to declare a STEM major: self-confidence, a sense of belonging in a STEM
culture, family influences and expectations, and peers and social groups.
The choice of a college major may also vary by gender and race. According to Dickson
(2010), students may differ in their preparation for college work, which may affect their initial
college major choice; for example, students may only choose to pursue a major in engineering if
they have strong math skills. If females and non-whites have lower math skills, it might be less
likely for them to choose engineering as a major during their first semester of enrollment.
Students may also differ in their propensity to change their majors during college; for example,
women, blacks, and Hispanics who begin college intending to seek an engineering degree may
be more likely to switch from these majors compared with white students (Dickson, 2010).
Brown and Corcoran (1997) found unequal returns for the same major between males and
females. Joy (2000) shared the same sentiment. The monetary reward for each major may vary
by the characteristics of the student, and the differences in returns could explain unequal
investments in specific fields of study by race and gender (Dickson, 2010).
There have been some studies in education, sociology, and psychology that have found
that women comprise a small proportion of STEM graduates (Brainard & Carlin, 1998; Ceci,
Williams, & Barnett, 2009). Considering that women are roughly half of the population of the
world, it is questionable as to why there are not more female STEM graduates (Kim, Sinatra, &
Seyranian, 2018). According to Feeney (2015), women are more likely than men to be educated
in the United States. Women also have equal STEM abilities when compared with their male
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counterparts (Baenninger & Newcombe, 1989; Hyde, Lindberg, Linn, Ellis, & Williams, 2008;
Wang & Degol, 2013). Furthermore, Hill, Corbett, and St. Rose (2010) indicated that a lower
proportion of women both intended to pursue and actually receive baccalaureate degrees in
STEM fields, with very low numbers in the physics, engineering, and computer science fields of
study. Many studies provided explanations for this participation gap, including theories of
psychological factors (Foschi, 1996; Lovaglia, Lucas, Houser, Thye, & Markovsky, 1998),
cognitive skill abilities (Linn & Petersen, 1985; Voyer, Voyer, & Bryden, 1995), STEM major
program culture (Margolis, Fisher, & Miller, 1999; Whitten et al., 2003), expected job
satisfaction (Macfarlane & Luzzadder-Beach, 1998), and gender discrimination as well as
stereotypes (Ambady, Shih, Kim, & Pittinsky, 2001; Nguyen & Ryan, 2008).
Merit-Based Scholarship Programs
In the last twenty or so years, merit-based scholarships have emerged as one tool in
educational policy to make higher education opportunities available to more individuals (Stanley
& French, 2009). According to Klein and Perry-Sizemore (2017), merit aid programs are special
subsidies that allow families to pay for college tuition in the currency of academic achievement
rather than dollars while also seeking to encourage academic achievement and to provide an
incentive for a state’s brightest residents to pursue postsecondary education in-state. Currently,
seventeen states offer some type of merit-based scholarship programs which are funded from
sources such as state lotteries, the Tobacco Settlement Trust Fund, and state legislative
appropriations (Duffourc, 2006). According to Stanley and French (2009), several states in the
south, including Florida, Georgia, Kentucky, South Carolina, and Tennessee, as well as other
states such as West Virginia, Illinois, and New Mexico have utilized lottery proceeds to fund
merit-based scholarships for college bound residents of these states. Louisiana, Michigan, and
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Nevada have dedicated revenues from the Tobacco Settlement Trust Fund to finance these types
of scholarships, while Indiana, Mississippi, and Washington have relied on state legislative
appropriations to assist residents wanting to pursue post-secondary education (Stanley & French,
2009).
The selection and retention criteria for merit-based scholarship programs vary by state;
however, most processes rely on a student's GPA and often his or her ACT/SAT scores and the
maintenance of a certain GPA or demonstration of satisfactory progression toward a degree at
the postsecondary level (Stanley & French, 2009). Some programs incorporate a probationary
period which allows a student the opportunity to raise his or her GPA if it falls below the
required standard (Duffourc, 2006). Otherwise, the merit-based scholarship is rescinded, and the
student assumes full responsibility of college tuition expenses (Stanely & French, 2009).
Although government aid for financially needy college-bound students has existed for
decades, until Georgia's first lottery-funded Helping Outstanding Pupils Educationally (HOPE)
Scholarships were awarded in 1993, merit aid awards were distributed primarily by
postsecondary institutions and charities (Klein & Perry-Sizemore, 2017). According to Klein and
Perry-Sizemore (2017), HOPE was considered by colleges, universities, states, and scholars as
the first broad-based state-supported postsecondary merit aid program in the United States,
thereby marking the beginning of a trend in state-level involvement in merit aid. The program
was established to provide financial assistance to Georgia residents graduating from Georgia
schools with at least a 3.0 grade point average (GPA), and it was renewable upon similar
achievement in college, up to 190 attempted quarter hours (or 127 semester hours). In its
beginning stages, HOPE awards consisted of free tuition at any of the State's public colleges and
universities, but subsequent years saw HOPE expanded to include aid for private higher
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education, broadened by changes to award value and eligibility criteria, including removal of an
income cap (Klein & Perry-Sizemore, 2017).
In Louisiana, the Taylor Opportunity Program for Students (TOPS) is the merit-based
program available for students. With programs such as TOPS, tuition is paid for entering high
school graduates with only the college fees left to be paid by the student. Students prior to the
initiation of this program depended primarily on financial aid assistance or competing for a
scholarship offering. With the TOPS program, many more students can attend college with less
of a financial burden, thereby giving them the opportunity to attend, with stipulations, of course.
These stipulations typically include minimal credit hours earned each year as well as minimal
GPA achieved. There is also an overall time limit that a student must adhere to, in many cases
being four academic years. In the event a student loses his or her award, the option is available to
regain it in the future, again, with stipulations. According to the Louisiana Office of Student
Financial Assistance (2019), a student must make Steady Academic Progress (SAP) (earn a
cumulative GPA of at least 2.00 on a 4.00 scale) at the end of every semester/quarter/session for
which grades are reported. If the student does not earn at least a 2.00, the award will be
suspended since the student did not make SAP. Furthermore, if the student does not achieve the
required TOPS Cum GPA within two years of suspension, the award will be permanently
canceled with no exceptions (Louisiana Office of Student Financial Assistance, 2019).
The Role of Gender in Advanced Education
The gender gap in postsecondary education has taken an extraordinary turn in the last
forty years. The total college enrollment for male students has fallen steadily from 71 percent in
1947 to 43 percent in 2005, with 1978 the last year that males held an advantage over their
female counterparts (Snyder, Dillow, & Hoffman, 2008). Males also complete college at lower
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rates than females; for example, 42 percent of bachelor's degrees went to men in 2005-06 despite
males comprising 46 percent of freshmen in 2002 (Conger & Long, 2010). It is suggested by the
data that males fall behind in college even after initially made the decision to obtain a college
degree (Snyder et al., 2008). While males remained overrepresented in several high-wage
occupations and industries (Blau, 1998), college completion by females affects the labor market
in new ways.
Standard human capital theory suggests that the ability of college students to perform
well and persist through school is determined by a variety of costs and incentives, all of which
may differ for male and female enrollees (Conger & Long, 2010). For example, males are less
likely to enroll in college, but those who do enroll score higher on high school achievement tests
and the SAT than females; male students also require less remediation in college-level math
courses (Long, Iatarola, & Conger, 2009; Rothstein, 2004). Female students are also less likely
to major in subjects such as math and engineering due to the stricter grading standards (Turner &
Bowen, 1999). According to Jacobs (1999), females also disproportionately attend colleges that
have looser admissions requirements and higher admissions rates than males; this partly reflects
the fact that selective universities often have larger male-dominated engineering programs and
are less likely to accept part-time students, who are disproportionately female. Conger and Long
(2010) found that men disproportionately select majors with lower persistence rates; therefore,
gender segregation in college major may account for part of the gender gap in college
completion if men disproportionately concentrate in majors with lower persistence rates. In
addition, women remain overrepresented in traditionally feminine majors while men are
overrepresented in some traditionally masculine fields (Davis & Guppy, 1997; England & Li,
2006). Prior research also found that girls are advantaged in non-academic areas, such as
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parental, peer, and teacher expectations; as well as non-cognitive skills, such as organization,
self-discipline, attentiveness, dependability, and seeking help from others (Jacobs & King, 2002).
Currently, women make up the majority of bachelor's degree recipients (Snyder &
Dillow, 2010). Women are more likely than men to earn bachelor's degrees among most racial
and ethnic groups as well as across all levels of the socioeconomic distribution (Buchman &
DiPrete, 2006; Goldin et al., 2006). Current studies have also revealed two noticeable patterns
regarding the abundance of females earning their bachelor’s degrees. First, women are the
driving force behind the increasing gender gap in college completion (Buchmann & DiPrete,
2006; McDaniel, DiPrete, Buchmann, & Shwed, 2011). According to Flashman (2013), “In the
last 30 years, women changed their postsecondary decisions and behaviors while men
maintained fairly constant patterns” (p. 547). Second, women and men diverge in their likelihood
of attending college rather than in their likelihood of completing college once enrolled (Freeman,
2004; McDaniel et al., 2011). Therefore, women have increased their attendance over the years
and maintained a relatively constant rate of completion once enrolled (Flashman, 2013). It has
been suggested by scholars that women caught up to men in college graduation rates as a result
of declining discrimination, occupational restructuring, changing norms, patterns of family
formation, and increasing returns to college degrees for women, thereby increasing educational
attainment for women relative to men (DiPrete & Buchman, 2006; Ewert, 2012; Goldin et al.,
2006).
A Theoretical Framework
The theoretical framework that guided this study and had the greatest impact on the study
of student success in college, primarily with persistence to graduation, is that proposed by Tinto
(1993). Tinto (1993) identified three major aspects concerning student persistence and retention:
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academic difficulties, the inability of individuals to resolve their educational and occupational
goals, and their failure to become or remain incorporated in the intellectual and social life of the
institution. It is also stated by Tinto (1993) that to persist, students need integration into formal
(academic performance) and informal (faculty/staff interactions) academic systems and formal
(extracurricular activities) and informal (peer-group interactions) social systems.
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CHAPTER 3. METHODOLOGY
Purpose of Study
The purpose of this study was to determine the influence of selected personal and
academic demographic characteristics on the persistence to graduation among first time enrolled
traditional age undergraduate students at a research university-very high research activity
(RU/VH) in the southern portion of the United States.
Objectives
The following objectives were developed to guide this study:
1. To describe incoming first time enrolled traditional age undergraduate students at a research
university-very high research activity (RU/VH) in the southern portion of the United States who
graduated within six years of their first enrollment on the following selected personal and academic

demographic characteristics:
a. Gender;
b. Type of high school attended (public or private);
c. Race/Ethnicity;
d. First semester major;
e. High school grade point average (GPA);
f. College entrance examination (ACT/SAT) composite scores;
g. Credit hours the student attempted in their first semester of enrollment;
h. Credit hours the student earned in their first semester of enrollment;
i. The semester GPA achieved in the first semester of college enrollment;
j. Final GPA; and
k. Whether or not the student received one of the university’s five major
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scholarships as financial aid.
2. To describe incoming first time enrolled traditional age undergraduate students at a research
university-very high research activity (RU/VH) in the southern portion of the United States who did not
graduate within six years of their first enrollment on the following selected personal and academic

demographic characteristics:
a. Gender;
b. Type of high school attended (public or private);
c. Race/Ethnicity;
d. First semester major;
e. High school grade point average (GPA);
f. College entrance examination (ACT/SAT) composite scores;
g. Credit hours the student attempted in their first semester of enrollment;
h. Credit hours the student earned in their first semester of enrollment;
i. The semester GPA achieved in the first semester of college enrollment;
j. Final GPA; and
k. Whether or not the student received one of the university’s five major
scholarships as financial aid.
3. To compare incoming undergraduate students at a research university-very high research
activity (RU/VH) in the southern portion of the United States by whether or not they persisted to
graduation within six years of their first enrollment on the following selected personal and academic

demographic characteristics:
a. Gender;
b. Type of high school attended (public or private);
c. Race/Ethnicity;
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d. First semester major;
e. High school grade point average (GPA);
f. College entrance examination (ACT/SAT) composite scores;
g. Credit hours the student attempted in their first semester of enrollment;
h. Credit hours the student earned in their first semester of enrollment;
i. The semester GPA achieved in the first semester of college enrollment;
j. Final GPA; and
k. Whether or not the student received one of the university’s five major
scholarships as financial aid.
4. To determine if a model exists that significantly increases the researcher’s ability to
correctly classify incoming undergraduate students at a research university-very high research
activity (RU/VH) in the southern portion of the United States on their persistence to graduation
within six years of their first enrollment from the following selected personal and academic
demographic characteristics:
a. Gender;
b. Type of high school attended (public or private);
c. Race/Ethnicity;
d. First semester major;
e. High school grade point average (GPA);
f. College entrance examination (ACT/SAT) composite scores;
g. Credit hours the student attempted in their first semester of enrollment;
h. Credit hours the student earned in their first semester of enrollment;
i. The semester GPA achieved in the first semester of college enrollment; and
j. Whether or not the student received one of the university’s five major
32

scholarships as financial aid.
Population and Sample
The target population for this study was traditional-age first-time college freshmen who
enrolled in a research extensive – very high research university located in Louisiana. The
sampling plan for this study consisted of the following steps:
•

The accessible population was defined as all traditional-age, first-time

undergraduate students who were first-time college freshmen and enrolled in one selected
research extensive – very high research university located in Louisiana during the 2014-15
academic year and were identified following the 14th class-day statistics from the database of the
study institution’s Office of the University Registrar.
•

The sample was 100% of the defined accessible population. This data was

obtained from the Office of the University Registrar.
Instrumentation
Upon approval to proceed from the IRB, the researcher designed a computerized
recording form. The information was downloaded by the Office of the University Registrar into a
file that served as the research instrument. The variables that were downloaded included:
1. Gender;
2. Type of high school attended (public or private);
3. Race/Ethnicity;
4. First semester major;
5. High school grade point average (GPA);
6. College entrance examination (ACT/SAT) composite scores;
7. Credit hours the student attempted in their first semester of enrollment;
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8. Credit hours the student earned in their first semester of enrollment;
9. The semester GPA achieved in the first semester of college enrollment;
10. Final GPA; and
11. Whether or not the student received one of the university’s five major
scholarships as financial aid.
A causal-comparative research design was the format for the study. It was designed to
find relationships between independent and dependent variables after an action or event had
already occurred (Salkind, 2010). The researcher's goal was to determine whether the
independent variable affected the outcome, or dependent variable, by comparing two or more
groups of individuals.
Data Collection
The researcher applied for Exemption from Institutional Oversight as the accessible
population and sample were anonymous to the researcher. Upon approval from the IRB, the
computerized recording form was utilized to collect and organize data. A copy of the Exemption
for Institutional Oversight was then provided to the Office of the University Registrar for
computer assistance to collect data regarding the demographic and academic variables selected
from the review of literature. The researcher worked with the Office of the University Registrar
to obtain data related to the study. Once the requested data was extracted by the Office of the
University Registrar, all individual identifiers were removed by the Registrar’s Office and the
data was transferred to the researcher.
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CHAPTER 4. FINDINGS/RESULTS
Objective One Results
The first objective of this study was to describe incoming first time enrolled traditional
age undergraduate students at a research university-very high research activity (RU/VH) in the
southern portion of the United States who graduated within six years of their first enrollment on
the following selected personal and academic demographic characteristics:
a. Gender;
b. Type of high school attended (public or private);
c. Race/Ethnicity;
d. First semester major;
e. High school grade point average (GPA);
f. College entrance examination (ACT/SAT) composite scores;
g. Credit hours the student attempted in their first semester of enrollment;
h. Credit hours the student earned in their first semester of enrollment;
i. The semester GPA achieved in the first semester of college enrollment;
j. Final GPA; and
k. Whether or not the student received one of the university’s five major
scholarships as financial aid.
There were 3,531 students who met the criteria of this objective. The results for each of
these variables are as follows:
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Gender
The first variable on which the students were described was gender. Of the 3,531 students
who were admitted and enrolled, 1,558 students (44.1%) were identified as male, and 1,973
students (55.9%) were identified as female.
Type of High School Attended (Public or Private)
The type of high school a student attended was another variable that was used to describe
these students who were admitted and enrolled. For the purposes of this study, two categories of
the type of school attended were used to describe the subjects: public school or private school.
The majority of students attended a public high school (n = 1,949, 55.2%). The remaining 1,582
students (44.8%) attended a private high school.
Race/Ethnicity
Another variable on which the subjects were described was their race. Of the 3,531
students, the majority identified themselves as White (n = 2,716, 77.2%). The next largest group
was Black or African American (n = 316, 9.0%). Complete information about the race of
subjects is presented in Table 4.1.
Table 4.1 Race/Ethnicity of Incoming First Time Enrolled Traditional Age Undergraduate
Students at a Research University-Very High Research Activity (RU/VH) in the Southern
Portion of the United States Who Graduated Within Six Years of Their First Enrollment.
Race/Ethnicity
Frequency
Percent
White
2716
76.9
African American
316
9.0
Hispanic
217
6.2
Asian
174
4.9
Multi-Racial
88
2.5
American Indian or Alaskan Native
5
0.1
Native Hawaiian or Pacific Islander
3
0.1
Total
3519
100.0
Note. Information was not available for 12 of the students in the study.
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First Semester Major
The next variable on which students were described was the academic major which they
had selected during the first semester of enrollment at the university. Of the 3,530 students who
graduated within six years of their first enrollment for whom this data was available, the largest
group (n = 358, 10.1%) had designated Biology as their selected/desired major. The major
selected/desired by the second largest group of participants was Petroleum Engineering (n = 247,
7.0%). The ten most frequently selected/desired majors for the study subjects are presented in
Table 4.2. A complete list of all majors selected/desired is presented in Appendix A.
In addition, the variable of whether the student was enrolled in a STEM curriculum
within the academic major was also described. Most of these students were enrolled in a STEM
curriculum (n = 2,111, 59.8%). The remaining 1,419 students (40.2%) were enrolled in a nonSTEM curriculum.
Table 4.2 Ten Most Frequently Reported Majors of Incoming First Time Enrolled Traditional
Age Undergraduate Students at a Research University-Very High Research Activity (RU/VH) in
the Southern Portion of the United States Who Graduated Within Six Years of Their First
Enrollment.
Major
Frequency
Percent
Biology
358
10.1
Petroleum Engineering
247
7.0
Mass Communication
190
5.4
General Business
182
5.2
Mechanical Engineering
182
5.2
Kinesiology
167
4.7
Chemical Engineering
165
4.7
Undecided-Sciences & Engineering
145
4.1
Psychology
107
3.0
Accounting
90
2.5
Total
1833
51.9
Note. A list of all selected/desired majors is presented in Appendix A.
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High School Grade Point Average (GPA)
Another variable examined was high school grade-point average (GPA). The mean GPA
for the 3,531 students who completed a degree at the research institution within six years of their
first enrollment was 3.56 (SD = .316). The values ranged from a low of 2.29 to a maximum of
4.00. To further examine the GPA measurements, the data were grouped into categories. The
distribution of all these ranges can be found in Table 4.3. A histogram illustration can be found
in Appendix C.
Table 4.3 High School GPA of Incoming First Time Enrolled Traditional Age Undergraduate
Students at a Research University-Very High Research Activity (Ru/Vh) in the Southern Portion
of the United States Who Graduated Within Six Years of Their First Enrollment.
GPA Category
Frequency
Percent
4.0 or Higher
261
7.4
3.75 - 3.99
965
27.3
3.50 - 3.74
885
25.1
3.25 - 3.49
818
23.2
3.00 - 3.24
443
12.5
2.75 - 2.99
129
3.7
2.50 - 2.74
26
0.7
2.25 - 2.49
4
0.1
2.00 - 2.24
0
0.0
1.75 - 1.99
0
0.0
Less than 1.75
0
0.0
Total
3531
100.0
Note. 𝑥 = 3.56, SD = .316, Range (2.29, 4.00)
College Entrance Examination (ACT/SAT) Composite Scores
The next variable on which the subjects were described was their ACT/SAT composite
scores. Of the 3,530 students who graduated within six years of their first enrollment for whom
this data was available, a mean score of 25.99 (SD = 3.531) was reported. The ACT/SAT
composite scores ranged from a minimum of 16.00 to a maximum of 36.00 for further
examination. Those who had SAT scores were included as the comparable ACT scores to the
available SAT scores. A conversion table was used to identify the equivalent ACT score for
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those students who had only SAT scores. To further examine the ACT score measurements, the
data were grouped into categories. A complete list of categorized scores is presented in Table
4.4. A histogram illustration can be found in Appendix C.
Table 4.4 College Entrance Examination (ACT/SAT) Composite Scores of Incoming First Time
Enrolled Traditional Age Undergraduate Students at a Research University-Very High Research
Activity (RU/VH) in the Southern Portion of the United States Who Graduated Within Six Years
of their First Enrollment.
ACT/SAT Composite Scores
Frequency
Percent
36
3
.1
34 – 35
59
1.7
32 – 33
174
4.9
30 – 31
389
11.0
28 – 29
571
16.2
26 – 27
655
18.6
24 – 25
735
20.8
22 – 23
586
16.6
20 – 21
295
8.4
18 – 19
54
1.5
17 or Less
9
0.3
Total
3530
100.0
Note. Information was missing for 1 student. 𝑥 = 25.99, SD = 3.531, Range (16.00, 36.00)
Credit Hours the Student Attempted in their First Semester of Enrollment
The students were described based on how many credit hours they attempted during their
first semester of enrollment. Of the 3,531 students who graduated, a mean of 14.20 (SD = 1.811)
credit hours were attempted in their first semester of enrollment. The attempted credit hours of
the students ranged from a minimum of 6.00 hours to a maximum of 19.00 hours. To further
examine the number of credit hours attempted by the students, the data were grouped into
categories. A complete list of the number of credit hours attempted by the study participants is
presented in Table 4.5. A histogram illustration can be found in Appendix C.
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Table 4.5 Credit Hours Attempted in First Semester of Enrollment for Incoming First Time
Enrolled Traditional Age Undergraduate Students at a Research University-Very High Research
Activity (RU/VH) in the Southern Portion of the United States Who Graduated Within Six Years
of Their First Enrollment.
Credit Hours
Frequency
Percent
19
3
0.1
18
33
0.9
17
186
5.3
16
576
16.3
15
1138
32.2
14
434
12.3
13
400
11.3
12
597
16.9
11
53
1.5
10
49
1.4
9
47
1.3
8
2
0.1
7
9
0.3
6
4
0.1
Total
3531
100.0
Note. 𝑥 = 14.20, SD = 1.811, Range (6.00, 19.00)
Credit Hours the Student Earned in Their First Semester of Enrollment
The students were described based on how many credit hours they earned during their
first semester of college enrollment. Of the 3,531 students who graduated within six years of
their first enrollment, a mean of 13.77 (SD = 2.420) credit hours were earned in their first
semester of enrollment. The earned credit hours of the students ranged from a minimum of 0.00
hours to a maximum of 19.00 hours. To further examine the number of credit hours earned by
the students, the data were grouped into categories. A complete list of the number of credit
hours earned by the study participants is presented in Table 4.6. A histogram illustration can be
found in Appendix C.
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Table 4.6 Credit Hours Earned in First Semester of Enrollment of Incoming First Time Enrolled
Traditional Age Undergraduate Students at a Research University-Very High Research Activity
(RU/VH) in the Southern Portion of the United States Who Graduated Within Six Years of Their
First Enrollment.
Credit Hours
Frequency
Percent
19
4
0.1
18
33
0.9
17
178
5.0
16
558
15.8
15
1037
29.4
14
371
10.5
13
369
10.5
12
577
16.3
11
72
2.0
10
77
2.2
9
151
4.3
8
19
0.5
7
23
0.7
6
39
1.1
5
2
0.1
4
5
0.1
3
14
0.4
1
1
0.0
0
1
0.0
Total
3531
100.0
Note. 𝑥 = 13.77, SD = 2.420, Range (0.00, 19.00)
The Semester GPA Achieved in the First Semester of College Enrollment
The next variable examined was the GPA achieved in the student’s first semester of
college enrollment. The mean GPA for the 3,531 students in their first semester of college
enrollment and who completed a degree at the research institution within six years of their first
enrollment was 3.18 (SD = .660). The values ranged from a low of 0.31 to a maximum of 4.00.
To further examine the first semester GPA measurements, the data were grouped into categories.
The distribution of all of these ranges can be found in Table 4.7. A histogram illustration can be
found in Appendix C.
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Table 4.7 First Semester of College Enrollment Gpa of Incoming First Time Enrolled Traditional
Age Undergraduate Students at a Research University-Very High Research Activity (Ru/Vh) in
the Southern Portion of the United States Who Graduated Within Six Years of Their First
Enrollment.
GPA Category
Frequency
Percent
4.0 or Higher
456
12.9
3.75 - 3.99
431
12.2
3.50 - 3.74
470
13.3
3.25 - 3.49
469
13.3
3.00 - 3.24
611
17.3
2.75 - 2.99
302
8.6
2.50 - 2.74
285
8.1
2.25 - 2.49
184
5.2
2.00 - 2.24
157
4.4
1.75 - 1.99
54
1.5
Less than 1.75
112
3.2
Total
3531
100.0
Note. 𝑥 = 3.18, SD = .660, Range (0.31, 4.00)
Final GPA
The next variable examined was the final GPA achieved by the student upon graduation.
The mean GPA for the 3,531 students who completed a degree at the research institution within
six years of their first enrollment was 3.21 (SD = .476). The values ranged from a low of 2.01 to
a maximum of 4.22. To further examine the final GPA measurements, the data were grouped into
categories. The distribution of all these ranges can be found in Table 4.8. A histogram
illustration can be found in Appendix C.
Table 4.8 Final GPA of Incoming First Time Enrolled Traditional Age Undergraduate Students
at a Research University-Very High Research Activity (RU/VH) in the Southern Portion of the
United States Who Graduated Within Six Years of Their First Enrollment.
GPA Category
Frequency
Percent
4.0 or Higher
152
4.3
3.75 - 3.99
379
10.7
3.50 - 3.74
543
15.4
3.25 - 3.49
599
17.0
3.00 - 3.24
692
19.6
2.75 - 2.99
520
14.7
2.50 - 2.74
377
10.7
2.25 - 2.49
192
5.4
(table cont’d.)
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GPA Category
2.00 - 2.24
1.75 - 1.99
Less than 1.75
Total
Note. 𝑥 = 3.21, SD = .476, Range (2.01, 4.22)

Frequency
77
0
0
3531

Percent
2.2
0.0
0.0
100.0

Whether or Not the Student Received One of the University’s Five Major Scholarships as
Financial Aid
The variable of whether the student received one of the university’s five major
scholarships was then examined. The majority of students who completed a degree at the
research institution within six years of their first enrollment did not receive a major scholarship
from the university (n = 2,335, 66.1%). The remaining 1,196 students (33.9%) did receive one of
the five major scholarships as financial aid. A complete description of the University’s Five
Major Scholarships offered is as follows:
1. Chancellor’s Alumni Scholarship – award offered to the top 10 students who have at least
a 3.50 scholastic grade point average and at least a 33 ACT or 1460 SAT.
2. Alumni Association Top 100 Scholarship – award offered to the next 100 top students
who have at least a 3.50 scholastic grade point average and at least a 32 ACT or 1410 SAT.
3. Distinguished Freshman Award – award offered to students who have been designated as
National Merit Finalists (college-sponsored) and have indicated this institution as their firstchoice institution.
4. Centennial Award – award that is offered to the state’s residents who have been
designated as National Merit Semifinalists or have a 3.00 scholastic grade point average and a 30
ACT or 1320 ACT.
5. Golden Oaks Award – award that is offered to nonresident students who were selected as
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recipients of the Chancellor’s Alumni Scholarship, the Alumni Association Top 100 Scholarship,
or Distinguished Freshman Award or have been designated as a Nation Merit Semi-Finalist. In
addition, nonresident students who have at least a 3.00 scholastic grade point average and at least
a 30 ACT or 1320 SAT are considered for this award.
Objective Two Results
The second objective of this study was to describe incoming first time enrolled traditional
age undergraduate students at a research university-very high research activity (RU/VH) in the southern
portion of the United States who did not graduate within six years of their first enrollment on the

following selected personal and academic demographic characteristics:
a. Gender;
b. Type of high school attended (public or private);
c. Race/Ethnicity;
d. First semester major;
e. High school grade point average (GPA);
f. College entrance examination (ACT/SAT) composite scores;
g. Credit hours the student attempted in their first semester of enrollment;
h. Credit hours the student earned in their first semester of enrollment;
i. The semester GPA achieved in the first semester of college enrollment;
j. Final GPA; and
k. Whether or not the student received one of the university’s five major
scholarships as financial aid.
There were 1,788 students who met the criteria of this objective. The results for each of
these variables are as follows:
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Gender
The first variable on which the students were described was gender. Of the 1,788 students
who were admitted and enrolled, 853 students (47.7%) were identified as male, and 935 students
(52.3%) were identified as female.
Type of High School Attended (Public or Private)
The type of high school a student attended was another variable that was used to describe
these students who were admitted and enrolled. For the purposes of this study, two categories of
the type of school attended were used to describe the subjects: public school or private school.
The majority of students attended a public high school (n = 1,214, 67.9%). The remaining 574
students (32.1%) attended a private high school.
Race/Ethnicity
Another variable on which the subjects were described was their race. Of the 1,788
students, the majority identified themselves as White (n = 1,236, 69.2%). The next largest group
was Black or African American (n = 293, 16.4%). Complete information about the race/ethnicity
of subjects is presented in Table 4.9.
Table 4.9 Race/Ethnicity of Incoming First Time Enrolled Traditional Age Undergraduate Students at
a Research University-Very High Research Activity (RU/VH) in the Southern Portion of the United
States Who Did Not Graduate Within Six Years of Their First Enrollment.

Race/Ethnicity
Frequency
White
1,236
African American
293
Hispanic
127
Asian
64
Multi-Racial
54
American Indian or Alaskan Native
9
Native Hawaiian or Pacific Islander
2
Total
1785
Note. Information was not available for 3 of the students in the study.
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Percent
69.2
16.4
7.1
3.6
3.0
0.5
0.1
100.0

First Semester Major
The next variable on which students were described was the academic major which they
had selected during the first semester of enrollment at the university. Of the 1,788 students who
did not graduate within six years of their first enrollment for whom this data was available, the
largest group (n = 175, 9.8%) had designated Biology as their selected/desired major. The major
selected/desired by the second largest group of participants was Pre-Nursing (n = 154, 8.7%).
The ten most frequently selected/desired majors for the study subjects are presented in Table
4.10. A complete list of all majors selected/desired is presented in Appendix B.
In addition, the variable of whether the student was enrolled in a STEM curriculum
within the academic major was also described. Most of these students were enrolled in a STEM
curriculum (n = 1,209, 67.9%). Furthermore, 571 students (32.1%) were enrolled in a non-STEM
curriculum. Information for 8 students in the study was not available.
Table 4.10 Ten Most Frequently Reported Majors of Incoming First Time Enrolled Traditional Age
Undergraduate Students at a Research University-Very High Research Activity (RU/VH) in the Southern
Portion of the United States Who Did Not Graduate Within Six Years of Their First Enrollment.

Major
Frequency
Biology
175
Pre-Nursing
154
Undecided-Sciences & Engineering
119
Petroleum Engineering
111
Mechanical Engineering
108
Kinesiology
75
Chemical Engineering
68
Psychology
67
General Business
62
Mass Communication
59
Total
998
Note. A list of all selected/desired majors is presented in Appendix B.

Percent
9.8
8.7
6.7
6.2
6.1
4.2
3.8
3.8
3.5
3.3
56.1

High School Grade Point Average (GPA)
Another variable examined was high school grade-point average. The mean GPA for the
1,788 students who did not complete a degree at the research institution within six years of their
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first enrollment was 3.39 (SD = .343). The values ranged from a low of 1.97 to a maximum of
4.00. To further examine the GPA measurements, the data were grouped into categories. The
distribution of all these ranges can be found in Table 4.11. A histogram illustration can be found
in Appendix D.
Table 4.11 High School GPA of Incoming First Time Enrolled Traditional Age Undergraduate
Students at a Research University-Very High Research Activity (RU/VH) in the Southern Portion of the
United States Who Did Not Graduate Within Six Years of Their First Enrollment.

GPA Category
4.0 or Higher
3.75 - 3.99
3.50 - 3.74
3.25 - 3.49
3.00 - 3.24
2.75 - 2.99
2.50 - 2.74
2.25 - 2.49
2.00 - 2.24
1.75 - 1.99
Less than 1.75
Total
Note. 𝑥 = 3.39, SD = .343, Range (1.97, 4.00)

Frequency
46
273
403
425
427
159
42
11
1
1
0
1788

Percent
2.6
15.3
22.5
23.8
23.9
8.9
2.3
0.6
0.1
0.1
0.0
100.0

College Entrance Examination (ACT/SAT) Composite Scores
The next variable on which the subjects were described was their ACT/SAT composite
scores. Of the 1,788 students who did not graduate within six years of their first enrollment, a
mean score of 24.72 (SD = 3.370) was reported. The ACT/SAT composite scores ranged from a
minimum of 17.00 to a maximum of 36.00. Those who had SAT scores were included as the
comparable ACT scores to the available SAT scores. A conversion table was used to identify the
equivalent ACT score for those students who had only SAT scores. To further examine the ACT
score measurements, the data were grouped into categories. A complete list of categorized scores
is presented in Table 4.12. A histogram illustration can be found in Appendix D.
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Table 4.12 College Entrance Examination (ACT/SAT) Composite Scores of Incoming First Time
Enrolled Traditional Age Undergraduate Students at a Research University-Very High Research Activity
(RU/VH) in the Southern Portion of the United States Who Did Not Graduate Within Six Years of Their
First Enrollment.

ACT/SAT Composite Scores
Frequency
36
1
34 – 35
14
32 – 33
40
30 – 31
117
28 – 29
214
26 – 27
298
24 – 25
376
22 – 23
412
20 – 21
246
18 – 19
63
17 or Less
7
Total
1788
Note. 𝑥 = 24.72, SD = 3.370, Range (17.00, 36.00)

Percent
0.1
0.8
2.2
6.5
12.0
16.7
21.0
23.0
13.8
3.5
0.4
100.0

Credit Hours the Student Attempted in their First Semester of Enrollment
The students were described based on how many credit hours they attempted during their
first semester of enrollment. Of the 1,788 students who did not graduate, a mean of 13.05 (SD =
2.220) credit hours were attempted in their first semester of enrollment. The attempted credit
hours of the students ranged from a minimum of 3.00 hours to a maximum of 18.00 hours. To
further examine the number of credit hours attempted by the students, the data were grouped into
categories. A complete list of the number of credit hours attempted by the study participants is
presented in Table 4.13. A histogram illustration can be found in Appendix D.
Table 4.13 Credit Hours Attempted In First Semester of Enrollment for Incoming First Time
Enrolled Traditional Age Undergraduate Students at a Research University-Very High Research Activity
(RU/VH) in the Southern Portion of the United States Who Did Not Graduate Within Six Years of Their
First Enrollment.

Credit Hours
18
17
16
15
14
(table cont’d.)

Frequency
7
40
156
360
191
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Percent
0.4
2.2
8.7
20.1
10.7

Credit Hours
Frequency
13
282
12
505
11
42
10
58
9
98
8
8
7
19
6
17
5
0
4
1
3
4
Total
1788
Note. 𝑥 = 13.05, SD = 2.220, Range (3.00, 18.00)

Percent
15.8
28.2
2.3
3.2
5.5
0.4
1.1
1.0
0.0
0.1
0.2
100.0

Credit Hours the Student Earned in their First Semester of Enrollment
The students were described based on how many credit hours they earned during their
first semester of enrollment. Of the 1,788 students who did not graduate within six years of their
first enrollment, a mean of 10.86 (SD = 4.337) credit hours were earned in their first semester of
enrollment. The earned credit hours of the students ranged from a minimum of 0.00 hours to a
maximum of 18.00 hours. To further examine the number of credit hours earned by the students,
the data were grouped into categories. A complete list of the number of credit hours earned by
the study participants is presented in Table 4.14. A histogram illustration can be found in
Appendix D.
Table 4.14 Credit Hours Earned in First Semester of Enrollment for Incoming First Time Enrolled
Traditional Age Undergraduate Students at a Research University-Very High Research Activity (RU/VH)
in the Southern Portion of the United States Who Did Not Graduate Within Six Years of Their First
Enrollment.

Credit Hours
18
17
16
15
14
13
12
(table cont’d.)

Frequency
8
35
118
265
118
189
317
49

Percent
0.4
2.0
6.6
14.8
6.6
10.6
17.7

Credit Hours
Frequency
11
54
10
93
9
199
8
21
7
42
6
123
5
7
4
26
3
74
2
6
1
7
0
86
Total
1788
Note. 𝑥 = 10.86, SD = 4.337, Range (0.00, 18.00)

Percent
3.0
5.2
11.1
1.2
2.3
6.9
0.4
1.5
4.1
0.3
0.4
4.8
100.0

The Semester GPA Achieved in the First Semester of College Enrollment
The next variable examined was the GPA achieved in the student’s first semester of
college enrollment. The mean GPA for the 1,788 students in their first semester of college
enrollment and who did not complete a degree at the research institution within six years of their
first enrollment was 2.29 (SD = 1.063). The values ranged from a low of 0.00 to a maximum of
4.00. To further examine the first semester GPA measurements, the data were grouped into
categories. The distribution of all of these ranges can be found in Table 4.15. A histogram
illustration can be found in Appendix D.
Table 4.15 First Semester of College Enrollment GPA of Incoming First Time Enrolled Traditional
Age Undergraduate Students at a Research University-Very High Research Activity (RU/VH) in the
Southern Portion of the United States Who Did Not Graduate Within Six Years of Their First Enrollment.

GPA Category
4.0 or Higher
3.75 - 3.99
3.50 - 3.74
3.25 - 3.49
3.00 - 3.24
2.75 - 2.99
2.50 - 2.74
2.25 - 2.49
2.00 - 2.24
(table cont’d)

Frequency
52
69
118
111
239
157
159
139
152
50

Percent
2.9
3.9
6.6
6.2
13.4
8.8
8.9
7.8
8.5

GPA Category
Frequency
1.75 - 1.99
91
Less than 1.75
501
Total
1788
Note. 𝑥 = 2.29, SD = 1.063, Range (0.00, 4.00)

Percent
5.1
28.0
100.0

Final GPA
The next variable examined was the final GPA achieved by the student upon graduation.
The mean GPA for the 1,788 students who did not complete a degree at the research institution
within six years of their first enrollment was 2.20 (SD = .974). The values ranged from a low of
0.00 to a maximum of 4.04. To further examine the final GPA measurements, the data were
grouped into categories. The distribution of all these ranges can be found in Table 4.16. A
histogram illustration can be found in Appendix D.
Table 4.16 Final GPA of Incoming First Time Enrolled Traditional Age Undergraduate Students at a
Research University-Very High Research Activity (RU/VH) in the Southern Portion of the United States
Who Did Not Graduate Within Six Years of Their First Enrollment.

GPA Category
4.0 or Higher
3.75 - 3.99
3.50 - 3.74
3.25 - 3.49
3.00 - 3.24
2.75 - 2.99
2.50 - 2.74
2.25 - 2.49
2.00 - 2.24
1.75 - 1.99
Less than 1.75
Total
Note. 𝑥 = 2.20, SD = .974, Range (0.00, 4.04)

Frequency
19
61
92
96
160
149
132
186
172
168
553
1788

Percent
1.1
3.4
5.1
5.4
8.9
8.3
7.4
10.4
9.6
9.5
30.9
100.0

Whether or Not the Student Received One of the University’s Five Major Scholarships as
Financial Aid
The variable of whether the student received one of the university’s five major
scholarships was then examined. The majority of students who did not complete a degree at the
research institution within six years of their first enrollment did not receive a major scholarship
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from the university (n = 1,434, 80.2%). The remaining 354 students (19.8%) did receive one of
the five major scholarships as financial aid. A complete description of the University’s Five
Major Scholarships is as follows:
1. Chancellor’s Alumni Scholarship – award offered to the top 10 students who have at least
a 3.50 scholastic grade point average and at least a 33 ACT or 1460 SAT.
2. Alumni Association Top 100 Scholarship – award offered to the next 100 top students
who have at least a 3.50 scholastic grade point average and at least a 32 ACT or 1410 SAT.
3. Distinguished Freshman Award – award offered to students who have been designated as
National Merit Finalists (college-sponsored) and have indicated this institution as their firstchoice institution.
4. Centennial Award – award that is offered to the state’s residents who have been
designated as National Merit Semifinalists or have a 3.00 scholastic grade point average and a 30
ACT or 1320 ACT.
5. Golden Oaks Award – award that is offered to nonresident students who were selected as
recipients of the Chancellor’s Alumni Scholarship, the Alumni Association Top 100 Scholarship,
or Distinguished Freshman Award or have been designated as a Nation Merit Semi-Finalist. In
addition, nonresident students who have at least a 3.00 scholastic grade point average and at least
a 30 ACT or 1320 SAT are considered for this award.
Objective Three Results
The third objective of this study was to compare incoming undergraduate students at a
research university-very high research activity (RU/VH) in the southern portion of the United States by
whether or not they persisted to graduation within six years of their first enrollment on the following

selected personal and academic demographic characteristics:
a. Gender;
52

b. Type of high school attended (public or private);
c. Race/Ethnicity;
d. First semester major;
e. High school grade point average (GPA);
f. College entrance examination (ACT/SAT) composite scores;
g. Credit hours the student attempted in their first semester of enrollment;
h. Credit hours the student earned in their first semester of enrollment;
i. The semester GPA achieved in the first semester of college enrollment;
j. Final GPA; and
k. Whether or not the student received one of the university’s five major
scholarships as financial aid.
Gender
The first variable on which graduates and non-graduates were compared was gender. The
statistic used to accomplish this analysis was a Chi-Square Test of Independence. When the
variables were tested for independence, the computed Chi-Square value was 6.150 (df = 1, p =
.013). Since the alpha level established à priori in this study was a = .05, this test result indicates
that the variables of gender and graduation status were not independent. This nature of the
association between these variables was such that a higher percentage of females (67.8%)
graduated than males (64.6%). (See Table 4.17)
Table 4.17 Examination of the Independence of Gender And Graduate Status Among Incoming
Undergraduate Students at a Research University-Very High Research Activity (RU/VH) in the
Southern Portion of the United States by Whether or not They Persisted to Graduation Within
Six Years of Their First Enrollment.
Female
Male
Total
Graduate
n
1973
1558
3531
%
67.8%
64.6%
66.4%
(table cont’d.)
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Non-Graduate
Total

n
%

Female
935
32.2%
2908

Male
853
35.4%
2411

100%

100%

Total
1788
33.6%

Note. x2df = 1 = 6.150, p = .013
Type of High School Attended (Public or Private)
The next variable on which graduates and non-graduates were compared was the type of
high school attended – public or private. The statistic used to accomplish this analysis was a ChiSquare Test of Independence. When the variables were tested for independence, the computed
Chi-Square value was 79.428 (df = 1, p < .001). Since the alpha level established à priori in this
study was a = .05, this test result indicates that the variables of Type of High School Attended
and Graduation Status were not independent. This nature of the association between these
variables was such that a higher percentage of private school students (73.4%) graduated than
public school students (61.6%). (See Table 4.18)
Table 4.18 Examination of the Independence of Type of High School Attended And Graduate
Status Among Incoming Undergraduate Students at a Research University-Very High Research
Activity (RU/VH) in the Southern Portion of the United States by Whether or not They Persisted
to Graduation Within Six Years of Their First Enrollment.
Private
Public
Total
Graduate
n
1582
1949
3531
%
73.4%
61.6%
66.4%
Non-Graduate
n
574
1214
1788
%
26.6%
38.4%
33.6%
Total

2156
100%

3163
100%

Note. x2df = 1 = 79.428, p < .001
Race/Ethnicity
Another variable examined for independence from graduation status was Race. The test
used to examine this objective was the Chi-Square Test of Independence. The initial test showed
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that three (3), or 21.4%, of the cells had expected values of less than five. Therefore, the Race
categories of American-Indian and Native-Hawaiian or Other Pacific Islander were eliminated
from this analysis. When the analysis was re-computed without these two categories, the
computed Chi-Square was significant (x2df =4 = 74.839, p < .001) indicating that these variables
were not independent. The nature of the association between the variables was such that a higher
proportion of Asians graduated (n = 174, 73.1%) and a lower percentage of Blacks (n = 316,
51.9%), Hispanic (n = 217, 63.1%), and Multi-Racial (n = 88, 62.0%) graduated. (See Table
4.19)
Table 4.19 Examination of the Independence of Race And Graduate Status Among Incoming
Undergraduate Students at a Research University-Very High Research Activity (RU/VH) in the
Southern Portion of the United States by Whether or not They Persisted to Graduation Within
Six Years of Their First Enrollment.
Asian
AfricanHispanic
MultiWhite
Total
American
Racial
Graduate
n
174
316
217
88
2716
3511
%
73.1%
51.9%
63.1%
62.0%
68.7%
66.4%
NonGraduate
Total

n
%

64
26.9%
238
100%
2
Note. x df =4 = 74.839, p < .001

293
48.1%
609
100%

127
36.9%
344
100%

54
38.0%
142
100%

1236
31.3%
3952
100%

1774
33.6%

First Semester Major STEM or Non-STEM Curriculum
Another variable on which graduates and non-graduates were compared was whether or
not the student was enrolled in a STEM curriculum within their selected/desired major during the
first semester of enrollment at the university. The statistic used to accomplish this analysis was a
Chi-Square Test of Independence. When the variables were tested for independence, the
computed Chi-Square value was 33.295 (df = 1, p < .001). Since the alpha level established à
priori in this study was a = .05, this test result indicates that the variables of STEM curriculum
and graduation status were not independent. This nature of the association between these
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variables was such that a higher percentage of students enrolled in a Non-STEM curriculum
(71.3%) graduated than those not enrolled in a STEM curriculum (63.6%). (See Table 4.20)
Table 4.20 Examination of STEM Curriculum And Graduate Status Among Incoming
Undergraduate Students at a Research University-Very High Research Activity (RU/VH) in the
Southern Portion of the United States by Whether or not They Persisted to Graduation Within
Six Years of Their First Enrollment.
STEM
Non-STEM
Total
Graduate
n
2111
1419
3530
%
63.6%
71.3%
66.5%
Non-Graduate
n
1209
571
1780
%
36.4%
28.7%
33.5%
Total
3320
1990
100%
100%
2
Note. x df = 1 = 33.295, p < .001
High School Grade Point Average (GPA)
The next variable on which graduates and non-graduates were compared was High
School GPA. Since the variable of comparison was measured as continuous data and the number
of categories was two (graduates and non-graduates), the independent t-test was selected as the
most appropriate procedure. The first step was to examine the data for homogeneity of variance
between groups. The result of this analysis revealed that the variances were not homogeneous (F
= 12.982, p < .001). Therefore, the researcher was required to use the separate variance estimate
in testing for group differences. The results of this test indicated that the students who graduated
from the university within six years of their initial enrollment had significantly higher high
school GPAs (𝑥 = 3.56, SD = 0.316) than those who did not graduate from the university (𝑥 =
3.39, SD = 0.343) (t 3341 = 17.892, p < .001).
College Entrance Examination (ACT/SAT) Composite Scores
Another variable on which graduates and non-graduates were compared was College
Entrance Examination (ACT/SAT) Composite Scores. Since the variable of comparison was
measured as continuous data and the number of categories was two (graduates and non56

graduates), the independent t-test was selected as the most appropriate procedure. The first step
was to examine the data for homogeneity of variance between groups. The result of this analysis
revealed that the variances were not homogeneous (F = 6.381, p < .001). Therefore, the
researcher was required to use the separate variance estimate in testing for group differences.
The results of this test indicated that the students who graduated from the university within six
years of their initial enrollment had significantly higher ACT/SAT Composite Scores (𝑥 = 25.99,
SD = 3.531) than those who did not graduate from the university (𝑥 = 24.72, SD = 3.370) (t 3741
= 12.764, p < .001).
Credit Hours the Student Attempted in their First Semester of Enrollment
The next variable on which graduates and non-graduates were compared was the number
of credit hours the student attempted in their first semester of college enrollment. Since the
variable of comparison was measured as continuous data and the number of categories was two
(graduates and non-graduates), the independent t-test was selected as the most appropriate
procedure. The first step was to examine the data for homogeneity of variance between groups.
The result of this analysis revealed that the variances were not homogeneous (F = 47.891, p <
.001). Therefore, the researcher was required to use the separate variance estimate in testing for
group differences. The results of this test indicated that the students who graduated from the
university within six years of their initial enrollment had a significantly higher number of
attempted credit hours in their first semester of college enrollment (𝑥 = 14.20, SD = 1.811) than
those who did not graduate from the university (𝑥 = 13.05, SD = 2.220) (t 3020 = 18.866, p <
.001).
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Credit Hours the Student Earned in their First Semester of Enrollment
Another variable on which graduates and non-graduates were compared was the number
of credit hours the student earned in their first semester of college enrollment. Since the variable
of comparison was measured as continuous data and the number of categories was two
(graduates and non-graduates), the independent t-test was selected as the most appropriate
procedure. The first step was to examine the data for homogeneity of variance between groups.
The result of this analysis revealed that the variances were not homogeneous (F = 820.032, p <
.001). Therefore, the researcher was required to use the separate variance estimate in testing for
group differences. The results of this test indicated that the students who graduated from the
university within six years of their initial enrollment had a significantly higher number of earned
credit hours in their first semester of college enrollment (𝑥 = 13.77, SD = 2.420) than those who
did not graduate from the university (𝑥 = 10.86, SD = 4.337) (t 2365 = 26.439, p < .001).
The Semester GPA Achieved in the First Semester of College Enrollment
The next variable on which graduates and non-graduates were compared was the
semester GPA achieved in the first semester of college enrollment. Since the variable of
comparison was measured as continuous data and the number of categories was two (graduates
and non-graduates), the independent t-test was selected as the most appropriate procedure. The
first step was to examine the data for homogeneity of variance between groups. The result of this
analysis revealed that the variances were not homogeneous (F = 649.347, p < .001). Therefore,
the researcher was required to use the separate variance estimate in testing for group differences.
The results of this test indicated that the students who graduated from the university
within six years of their initial enrollment had a significantly higher GPA in their first semester
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of college enrollment (𝑥 = 3.17, SD = 0.660) than those who did not graduate from the university
(𝑥 = 2.29, SD = 1.063) (t 2504 = 32.387, p < .001).
Final GPA
Another variable on which graduates and non-graduates were compared was the overall
GPA achieved at the end of college enrollment. Since the variable of comparison was measured
as continuous data and the number of categories was two (graduates and non-graduates), the
independent t-test was selected as the most appropriate procedure. The first step was to examine
the data for homogeneity of variance between groups. The result of this analysis revealed that the
variances were not homogeneous (F = 1226.045, p < .001). Therefore, the researcher was
required to use the separate variance estimate in testing for group differences. The results of this
test indicated that the students who graduated from the university within six years of their initial
enrollment had a significantly higher overall GPA at the end of college enrollment (𝑥 = 3.21, SD
= 0.476) than those who did not graduate from the university (𝑥 = 2.20, SD = 0.974) (t 2228 =
41.577, p < .001).
Whether or Not the Student Received One of the University’s Five Major Scholarships as
Financial Aid
The final variable on which graduates and non-graduates were compared was whether or
not the student received one of the university’s five major scholarships. The statistic used to
accomplish this analysis was a Chi-Square test of Independence. When the variables were tested
for independence, the computed Chi-Square value was 113.840 (df = 1, p < .001). Since the
alpha level established à priori in this study was a = .05, this test result indicates that the
variables of major scholarship and graduation status were not independent. This nature of the
association between these variables was such that a higher percentage of students who received
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one of the university’s five major scholarships (77.2%) graduated than those students who did
not (62.0%). (See Table 4.21)
Table 4.21 Examination of the Independence of Major Scholarship Recipient And Graduate
Status Among Incoming Undergraduate Students at a Research University-Very High Research
Activity (RU/VH) in the Southern Portion of the United States by Whether or not They Persisted
to Graduation Within Six Years of Their First Enrollment.
Yes
No
Total
Graduate
n
1196
2535
3531
%
77.2%
62.0%
66.4%
Non-Graduate
n
354
1434
1788
%
Total

22.8%

38.0%

1550
100%

3769
100%

33.6%

Note. x2df = 1 = 113.840, p < .001
Objective Four Results
The fourth objective of this study was to determine if a model exists that significantly
increases the researcher’s ability to correctly classify incoming undergraduate students at a
research university-very high research activity (RU/VH) in the southern portion of the United
States on their persistence to graduation within six years of their first enrollment from the
following selected personal and academic demographic characteristics:
a. Gender;
b. Type of high school attended (public or private);
c. Race/Ethnicity;
d. First semester major (STEM or Non-STEM);
e. High school grade point average (GPA);
f. College entrance examination (ACT/SAT) composite scores;
g. Credit hours the student attempted in their first semester of enrollment;
h. Credit hours the student earned in their first semester of enrollment;
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i. The semester GPA achieved in the first semester of college enrollment; and
j. Whether or not the student received one of the university’s five major
scholarships as financial aid.
To accomplish this objective, the multiple discriminant analysis procedure was used. The
multiple discriminant analysis procedure requires that all independent variables entered into the
model must be on a continuous scale of measurement (interval or ratio) or must be coded as a
dichotomous variable. All independent variables for this study were entered into the model as
either continuous variables or as binary-coded (dichotomous) variables. The independent
variables in this category were coded for the analysis as outlined below:
a. Gender: This was a dichotomous variable coded as 0 if the student was female
and 1 if the student was male;
b. Type of high school attended (public or private): This was a dichotomous variable
coded as 0 if the student attended a public high school and 1 if the student attended a private high
school;
c. Race/Ethnicity: This was a series of dichotomous variables coded as 0 if the
student is a member of the specified race or 1 if they are not a member of the specified race;
d. First semester major (STEM or Non-STEM): This was a dichotomous variable
coded as 0 if the student was a STEM major and 1 if the student was a Non-STEM major;
e. High school grade point average (GPA): This was measured as a continuous
variable;
f. College entrance examination (ACT/SAT) composite scores: This was measured
as a continuous variable;
g. Credit hours the student attempted in their first semester of enrollment: This was
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measured as a continuous variable;
h. Credit hours the student earned in their first semester of enrollment: This was
measured as a continuous variable;
i. The semester GPA achieved in the first semester of college enrollment: This was
measured as a continuous variable; and
j. Whether or not the student received one of the university’s five major
scholarships as financial aid: This was a dichotomous variable coded as 0 if the student received
a major scholarship and 1 if the student did not receive a major scholarship.
Step One of Discriminant Analysis
The first step in conducting the discriminant analysis was to examine the independent
variables for the existence of multicollinearity. Multicollinearity occurs when two or more
independent variables are highly linearly related. The existence of such correlations can require
the researcher to modify the list of independent variables.
The multicollinearity analysis showed no excess collinearity in the data.
Step Two of Discriminant Analysis
The second step in conducting the discriminant analysis was to compare the group of
students who persisted to graduation within six years of their first enrollment to the group of
students who did not persist to graduation within six years of their first enrollment. This was
accomplished by comparing the means of each independent variable by the category of the
dependent variable, which was whether or not the student persisted to graduation within six years
of their first enrollment at the university.
Using an à priori significance level of a = .05, 11 of the independent variables had
statistically significant group means. Of these 11 variables, there were 8 variables where the
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group of students who persisted to graduation within six years of their first enrollment was found
to have a higher mean than the students who did not persist to graduation within six years of their
first enrollment. These variables were: (1) Type of High School Attended (Public or Private), (2)
High School Grade Point Average (GPA), (3) College Entrance Examination (ACT/SAT)
Composite Scores, (4) Semester GPA achieved in the first semester of college enrollment, (5)
Credit hours the student earned in their first semester of enrollment, (6) Whether or not the
student received one of the university’s five major scholarships, (7) Race - Asian, and (8) RaceWhite. The three variables that yielded a statistically significant result with a group mean that
was not higher for students who persisted to graduation were: (1) Gender, (2) First semester
major (STEM or Non-STEM), and (3) Race – Black. The means of the groups for the remaining
two variables: (1) Race – Hispanic and (2) Race – Multi-Racial were not statistically significant.
The means and standard deviations, including F-ratio values and p-values are listed in Table
4.22.
Table 4.22 Comparison of Discriminating Values, Variable Means, Standard Deviations, And FRatios in the Derived Exploratory Discriminant Model by Persistence to Graduation of Students
Within Six Years of First Enrollment at a Research University-Very High Research Activity
(RU/VH) in the Southern Portion of the United States.
Discriminating
Group
Group NonF-ratio
df1
df2
p
Variable
Persisted to
Persistence to
Graduation
Graduation
n = 3529
n = 1780
M
M
SD
SD
First Semester
3.18
2.29
1392.056
1
5307
< .001
GPA
.660
1.061
First Semester
13.77
10.87
982.199
1
5307
< .001
Earned Hours
2.420
4.329
High School
3.56
3.39
334.979
1
5307
< .001
GPA
.316
.344
(table cont’d.)
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Discriminating
Variable

Group
Persisted to
Graduation
n = 3529
M
SD

Group NonPersistence to
Graduation
n = 1780
M
SD

F-ratio

df1

df2

p

ACT Comp
Score

25.98
3.532

24.73
3.364

154.129

1

5307

< .001

Major
Scholarship

.34
.473

.20
.399

114.185

1

5307

< .001

Type of School
(Public/Private)

1.45
.497

1.32
.467

78.807

1

5307

< .001

Race - Black

.09
.286

.16
.368

61.957

1

5307

< .001

Race - White

.77
.421

.69
.461

35.370

1

5307

< .001

MajorSTEM/
Non-STEM

.60
.490

.68
.467

33.353

1

5307

< .001

Gender

1.44
.497

1.48
.500

5.735

1

5307

.017

Race - Asian

.05
.217

.04
.186

4.928

1

5307

.026

Race - Hispanic

.06
.240

.07
.256

1.498

1

5307

.221

Race – MultiRacial

.02
.156

.03
.172

1.326

1

5307

.250

Step Three of Discriminant Analysis
In the third step of the discriminant analysis, the researcher examined the computed
standardized canonical discriminant function coefficients. The centroids for the groups were
determined to be .380 for students who persisted to graduation within six years of their first
enrollment and -.753 for students who did not persist to graduation within six years of their first
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enrollment. A total of seven independent variables entered the discriminant model yielding an
overall canonical correlation of Rc = .472. These seven variables were:
1. First Semester GPA; and
2. Credit hours the student earned in their first semester of enrollment;
3. First semester major (STEM or Non-STEM);
4. College entrance examination (ACT/SAT) composite scores;
5. Type of high school attended (public or private);
6. High school grade point average (GPA); and
7. Gender.
The variable that entered the discriminant model first and had the strongest influence on
the dependent variable, whether or not the student persisted to graduation within six years of first
enrollment, was first semester GPA. This variable had the highest standardized discriminant
function coefficient (β = .0.703). The nature of the influence of first semester GPA on whether or
not the student persisted to graduation within six years of first enrollment was such that a higher
first semester GPA increased the likelihood of the student persisting to graduation within six
years of first enrollment.
The variable that entered the discriminant model second was first semester earned hours.
This variable has a standardized canonical discriminant function coefficient of β = 0.251. The
nature of the influence of first semester earned hours on whether or not the student persisted to
graduation within six years of first enrollment was such that a higher number of first semester
earned hours increased the likelihood of the student persisting to graduation within six years of
first enrollment.
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The variable that entered the discriminant model third was first semester declared major:
STEM or Non-STEM. This variable has a standardized canonical discriminant function
coefficient of β = -0.175. The nature of the influence of first semester declared major: STEM or
Non-STEM on whether or not the student persisted to graduation within six years of first
enrollment was such that a student who declared a STEM field major during their first semester
of enrollment was less likely to persist to graduation within six years of first enrollment.
The variable that entered the discriminant model fourth was college entrance examination
(ACT/SAT) composite scores. This variable has a standardized canonical discriminant function
coefficient of β = 0.096. The nature of the influence of college entrance examination (ACT/SAT)
composite scores on whether or not the student persisted to graduation within six years of first
enrollment was such that a higher college entrance examination score (ACT/SAT) increased the
likelihood of the student persisting to graduation within six years of first enrollment.
The variable that entered the discriminant model fifth was the type of high school
attended (public or private). This variable has a standardized canonical discriminant function
coefficient of β = 0.107. The nature of the influence of the type of high school attended (public
or private) on whether or not the student persisted to graduation within six years of first
enrollment was such that a student who had attended a private school was more likely to persist
to graduation within six years of first enrollment.
The variable that entered the discriminant model sixth was high school grade point
average (GPA). This variable has a standardized canonical discriminant function coefficient of β
= 0.102. The nature of the influence of high school grade point average (GPA) on whether or not
the student persisted to graduation within six years of first enrollment was such that a higher high
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school grade point average (GPA) increased the likelihood of the student persisting to graduation
within six years of first enrollment.
The variable that entered the discriminant model seventh was gender. This variable has a
standardized canonical discriminant function coefficient of β = 0.068. The nature of the influence
of gender on whether or not the student persisted to graduation within six years of first
enrollment was such that a female student was more likely to persist to graduation within six
years of first enrollment.
In addition to the computed standardized canonical discriminant function coefficients, the
researcher examined the within-group structure coefficients to determine which of the seven
variables were most substantively significant.
There were two independent variables from the discriminant model that had structure
correlations that met the criteria for substantive significance. These variables were:
1. First Semester GPA; and
2. Credit hours the student earned in their first semester of enrollment.
The remaining five independent variables from the discriminant model were determined
to have structure correlations that were insufficient to be considered substantively significant.
These variables were:
1. First semester major (STEM or Non-STEM);
2. College entrance examination (ACT/SAT) composite scores;
3. Type of high school attended (public or private);
4. High school grade point average (GPA); and
5. Gender.

67

A summary of the discriminant analysis data for the derived model can be found in Table
4.23.
Table 4.23 Summary Data for Stepwise Multiple Discriminant Analysis of the Exploratory
Model for Persistence to Graduation of Students Within Six Years of First Enrollment at a
Research University-Very High Research Activity (RU/VH) in the Southern Portion of the
United States.
Discriminating Variables
βa
sb
Discriminant Functions
Group
Centroids
First Semester GPA
.703
.958
Persisted to Graduation
.380
First Semester Credit Hours
Earned
First semester major
(STEM or Non-STEM)
College entrance
examination (ACT/SAT)
composite scores
Type of high school
attended (public or private)
High school grade point
average (GPA)
Gender
Major Scholarship
Race - White
Race – Asian
Race - Black
Race - Hispanic
Race – Multi-Racial
Eigenvalue
.286

.251

.804

-.175

-.148

.096

.319

.107

.228

.102

.470

.068
c
c
c
c
c
c
Rcd
.472

-.061
.279
.164
.009
-.191
-.028
-.025
Wilk’s
Lambda
.778

Did Not Persist to
Graduation

-.753

p < .001

Note. n = 5309
a
β = standardized discriminant function coefficient
b
s = within group structure coefficient
c
Did not enter the discriminant model as a significant predictor
d
Rc = canonical correlation coefficient
Step Four of Discriminant Analysis
In the final step of the discriminant analysis, the researcher examined the actual versus
predicted cases to determine the accuracy of the model. The model correctly classified 72.1% of
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the original group cases. The Tau statistic is used to determine the substantive significance of the
percent of correctly classified cases. To be considered a valuable predictive model, the model
should show at least a 25% improvement over chance. For a study with a two-category
dependent variable, a 25% improvement over chance would be a model that correctly classifies
at least 62.5% of cases. The predictive model produced by this discriminant analysis yielded a
72.1% correct classification rate which yields a tau value of 44.2% and surpasses the minimum
standard to be considered both statistically and substantively important (see Table 4.24).
Table 4.24 Persistence to Graduation of Students Within Six Years of First Enrollment at a
Research University-Very High Research Activity (RU/VH) in the Southern Portion of the
United States.
Predicted Group
Actual Group
Total

Persisted to
Graduation
Did Not Persist to
Graduation
Total

Persisted to Graduation
n
%
2770
78.5
759
21.5
3529
100.0

Did Not Persist to Graduation
n
%
721
40.5
1059
59.5
1780
100.0

Note: Percent of cases correctly classified: 72.1%, n = 5309
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3491
65.8
1818
34.2
5309
100.0

CHAPTER 5. SUMMARY, CONCLUSIONS, IMPLICATIONS, AND
RECOMMENDATIONS
Summary
Purpose Statement. The purpose of this study was to determine the influence of selected
personal and academic demographic characteristics on the persistence to graduation among first
time enrolled traditional age undergraduate students at a research university-very high research
activity (RU/VH) in the southern portion of the United States.
Objectives.
The following objectives were developed to guide this study:
1. To describe incoming first time enrolled traditional age undergraduate students at a research
university-very high research activity (RU/VH) in the southern portion of the United States who
graduated within six years of their first enrollment on the following selected personal and academic

demographic characteristics:
a. Gender;
b. Type of high school attended (public or private);
c. Race/Ethnicity;
d. First semester major;
e. High school grade point average (GPA);
f. College entrance examination (ACT/SAT) composite scores;
g. Credit hours the student attempted in their first semester of enrollment;
h. Credit hours the student earned in their first semester of enrollment;
i. The semester GPA achieved in the first semester of college enrollment;
j. Final GPA; and
k. Whether or not the student received one of the university’s five major
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scholarships as financial aid.
2. To describe incoming first time enrolled traditional age undergraduate students at a research
university-very high research activity (RU/VH) in the southern portion of the United States who did not
graduate within six years of their first enrollment on the following selected personal and academic

demographic characteristics:
a. Gender;
b. Type of high school attended (public or private);
c. Race/Ethnicity;
d. First semester major;
e. High school grade point average (GPA);
f. College entrance examination (ACT/SAT) composite scores;
g. Credit hours the student attempted in their first semester of enrollment;
h. Credit hours the student earned in their first semester of enrollment;
i. The semester GPA achieved in the first semester of college enrollment;
j. Final GPA; and
k. Whether or not the student received one of the university’s five major
scholarships as financial aid.
3. To compare incoming undergraduate students at a research university-very high research
activity (RU/VH) in the southern portion of the United States by whether or not they persisted to
graduation within six years of their first enrollment on the following selected personal and academic

demographic characteristics:
a. Gender;
b. Type of high school attended (public or private);
c. Race/Ethnicity;
71

d. First semester major;
e. High school grade point average (GPA);
f. College entrance examination (ACT/SAT) composite scores;
g. Credit hours the student attempted in their first semester of enrollment;
h. Credit hours the student earned in their first semester of enrollment;
i. The semester GPA achieved in the first semester of college enrollment;
j. Final GPA; and
k. Whether or not the student received one of the university’s five major
scholarships as financial aid.
4. To determine if a model exists that significantly increases the researcher’s ability to
correctly classify incoming undergraduate students at a research university-very high research
activity (RU/VH) in the southern portion of the United States on their persistence to graduation
within six years of their first enrollment from the following selected personal and academic
demographic characteristics:
a. Gender;
b. Type of high school attended (public or private);
c. Race/Ethnicity;
d. First semester major;
e. High school grade point average (GPA);
f. College entrance examination (ACT/SAT) composite scores;
g. Credit hours the student attempted in their first semester of enrollment;
h. Credit hours the student earned in their first semester of enrollment;
i. The semester GPA achieved in the first semester of college enrollment; and
j. Whether or not the student received one of the university’s five major
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scholarships as financial aid.
Summary of Methodology
Population and Sample. The target population for this study was traditional-age first-time
college freshmen who enrolled in a research extensive – very high research university located in
Louisiana. The accessible population was defined as all traditional-age, first-time undergraduate
students who were first-time college freshmen and enrolled in one selected research extensive –
very high research university located in Louisiana. This data was obtained from the Office of the
University Registrar.
Instrumentation. This study used a researcher-designed computerized recording form.
The information was downloaded by the Office of the University Registrar into a file that served
as the research instrument. The computerized recording form consisted of selected personal and
academic demographic characteristics.
Data Collection. The researcher applied and was approved an Exemption from
Institutional Oversight as the accessible population and sample was anonymous to the researcher.
Upon approval from the IRB, the computerized recording form was utilized to collect and
organize data. A copy of the Exemption for Institutional Oversight was provided to the Office of
the University Registrar for computer assistance to collect data regarding the demographic and
academic variables selected to be studied. The researcher worked with the Office of the
University Registrar to obtain data related to the study. Once the requested data was extracted by
the Office of the University Registrar, all individual identifiers were removed by the Registrar’s
Office and the data was transferred to the researcher. A total of 5,319 subjects were included in
the study.
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Summary of Findings
Objective One. Objective one was to describe incoming first time enrolled traditional age
undergraduate students at a research university-very high research activity (RU/VH) who
graduated within six years of their first enrollment on selected personal and academic
demographic characteristics. The majority of the students were female (n = 1,973, 55.9%), white
(n = 2,716, 77.2%), and attended a public high school (n = 1,949, 55.2%). Regarding a
selected/desired major, most of these students were enrolled in a STEM curriculum (n = 2,111,
59.8%) during their first semester of enrollment. For these students, a mean of 14.20 (SD =
1.81) credit hours were attempted in their first semester of enrollment with a mean of 13.77 (SD
= 2.420) credit hours actually being earned in the same period. During their first semester of
enrollment, these students achieved a mean GPA of 3.18 (SD = .660). The overall mean GPA for
these same students was 3.21 (SD = .476), with values ranging from a low of 2.01 to a high of
4.22.
Objective Two. Objective two was to describe incoming first time enrolled traditional age
undergraduate students at a research university-very high research activity (RU/VH) who did not
graduate within six years of their first enrollment on selected personal and academic demographic

characteristics The majority of the students were female (n = 935, 52.3%) were female, white (n
= 1,236, 69.2%), and attended a public high school (n = 1,214, 67.9%). Additionally, most of
these students were enrolled in a STEM curriculum (n = 1,209, 67.9%). During the first
semester of enrollment for these students, a mean of 13.05 (SD = 2.220) credit hours were
attempted with a mean of 10.86 (SD = 4.337) credit hours being earned. The mean GPA for these
students in their first semester of college enrollment was 2.29 (SD = 1.063). Furthermore, the
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overall mean GPA was 2.20 (SD = .974), with values ranging from a low of 0.00 to a high of
4.04.
Objective Three. Objective three was to compare incoming undergraduate students at a
research university-very high research activity (RU/VH) by whether or not they persisted to graduation
within six years of their first enrollment on selected personal and academic demographic

characteristics. The variables of gender, type of high school attended, and whether or not the
student was enrolled in a STEM curriculum within their selected/desired major during the first
semester of enrollment at the university were then compared for graduates and non-graduates.
The statistic used to accomplish the analyses for these three variables was the Chi-Square Test of
Independence with an alpha level established à priori in this study at a = .05. Regarding gender,
when the variables were tested for independence, the computed Chi-Square value was 6.150 (df
= 1, p = .013), indicating that the variables of gender and graduation status were not independent.
This nature of the association between these variables was such that a higher percentage of
females (67.8%) graduated than males (64.6%). Upon comparison of the variables of type of
high school attended and graduation status, the computed Chi-Square value was 79.428 (df = 1, p
< .001), indicating that the variables were not independent. This nature of the association
between these variables was such that a higher percentage of private school students (73.4%)
graduated than public school students (61.6%). When comparing the graduates and nongraduates on their status of being enrolled in a STEM curriculum, the resulting Chi-Square value
was 33.295 (df = 1, p < .001), indicating that the variables of STEM curriculum and graduation
status were not independent. This nature of the association between these variables was such that
a higher percentage of students enrolled in a Non-STEM curriculum (71.3%) graduated than
those not enrolled in a STEM curriculum (63.6%).

75

The graduates and non-graduates were then compared on the variables of the number of
credit hours the student earned in their first semester of college enrollment as well as the GPA
achieved in the first semester of college enrollment. Since these two variables of comparison
were measured as continuous data and the number of categories was two (graduates and nongraduates), the independent t-test was selected as the most appropriate procedure. Homogeneity
of variance between groups was examined for the number of credit hours earned in the first
semester (F = 820.032, p < .001) and first semester GPA (F = 649.347, p < .001), revealing that
the variances for each variable were not homogenous. Therefore, the researcher was required to
use the separate variance estimate in testing for group differences for each variable. Regarding
credit hours, the test indicated that the students who graduated from the university within six
years of their initial enrollment had a significantly higher number of earned credit hours in their
first semester of college enrollment (𝑥 = 13.77, SD = 2.420) than those who did not graduate
from the university (𝑥 = 10.86, SD = 4.337) (t 2365 = 26.439, p < .001). Furthermore, students
who graduated from the university within six years of their initial enrollment had a significantly
higher GPA in their first semester of college enrollment (𝑥 = 3.17, SD = 0.660) than those who
did not graduate from the university (𝑥 = 2.29, SD = 1.063) (t 2504 = 32.387, p < .001).
Objective Four. Objective four was to determine if a model exists that significantly
increases the researcher’s ability to correctly classify incoming undergraduate students at a
research university-very high research activity (RU/VH) on their persistence to graduation within
six years of their first enrollment on selected personal and academic demographic characteristics.
Upon conducting the discriminant analysis, the multicollinearity analysis showed no excess
collinearity in the data. Next, the group of students who persisted to graduation within six years
of their first enrollment was compared to the group of students who did not persist to graduation

76

within six years of their first enrollment. Using an à priori significance level of a = .05, 11 of the
independent variables had statistically significant group means, with eight variables where the
group of students who persisted to graduation within six years of their first enrollment was found
to have a higher mean than the students who did not persist to graduation within six years of their
first enrollment.
Upon examination of the computed standardized canonical discriminant function
coefficients, it was revealed that the centroids for the groups were determined to be .380 for
students who persisted to graduation within six years of their first enrollment and -.753 for
students who did not persist to graduation within six years of their first enrollment. Seven
independent variables entered the discriminant model yielding an overall canonical correlation of
Rc = .472, with the first variable entering the discriminant model and having the strongest
influence on the dependent variable, whether or not the student persisted to graduation within six
years of first enrollment, being first semester GPA. This variable had the highest standardized
discriminant function coefficient (β = .0.703). The nature of the influence between first semester
GPA and whether or not the student persisted to graduation within six years of first enrollment
was such that a higher first semester GPA increased the likelihood of the student persisting to
graduation within six years of first enrollment. The next variable to enter discriminant model was
first semester earned hours with a standardized canonical discriminant function coefficient of β =
0.251. The nature of the influence between first semester earned hours and whether or not the
student persisted to graduation within six years of first enrollment was such that a higher number
of first semester earned hours increased the likelihood of the student persisting to graduation
within six years of first enrollment. The third variable that entered the discriminant model was
first semester declared major: STEM or Non-STEM with a standardized canonical discriminant
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function coefficient of β = -0.175. The nature of the influence between first semester declared
major: STEM or Non-STEM and whether or not the student persisted to graduation within six
years of first enrollment was such that a student who declared a STEM field major during their
first semester of enrollment was less likely to persist to graduation within six years of first
enrollment.
The within-group structure coefficients were also examined to determine which of the
variables were most substantively significant. First semester GPA and credit hours the student
earned in their first semester of enrollment are the two independent variables from the
discriminant model that had structure correlations that met the criteria for substantive
significance. Upon examination of the actual versus predicted cases to determine the accuracy of
the model, 72.1% of the original group cases were correctly classified. Furthermore, the
predictive model produced by this discriminant analysis yielded a 72.1% correct classification
rate which yields a tau value of 44.2% and surpasses the minimum standard to be considered
both statistically and substantively important.
Conclusions, Implications, & Recommendations
The researcher derived the following conclusions, implications, and recommendations based on
the findings of this study:

Conclusion One.
Female students tend to persist to graduation within six years of initial enrollment in college
when compared to their male counterparts. This conclusion is based upon the following findings of the
study. The graduates and non-graduates were compared by gender. When the variables were

tested for independence, the computed Chi-Square value was 6.150 (df = 1, p = .013), which
indicates that the variables of gender and graduation status were not independent. This nature of
the association between these variables was such that a higher percentage of females (67.8%)
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graduated than males (64.6%). From my perspective as a researcher, I believe there is an
implication that females tend to graduate at higher rates than males because of traditional norms
that young women are typically monitored more so than their male counterparts. The findings of
Buchman and DiPrete (2006) and Goldin et. al. (2006) also concur that women are more likely
than men to earn bachelor's degrees among most racial and ethnic groups as well as across all
levels of the socioeconomic distribution. This is most likely due to the belief that young men are
more capable of taking care of themselves in questionable situations, while young women are
often seen as being more vulnerable. For example, it appears that when a female attends college,
there may be more concern on her behalf than for a male due to traditional social normative
beliefs that many still hold today.
Based on this conclusion and implication, the researcher recommends that additional
research be conducted designed to determine and compare the perceptions of parents of
incoming freshman students at a research university regarding the needed and/or desired
involvement of parents in the college life activities of female and male students. For example,
questions might/would include items related to level for concern and fear for safety of their sons
and daughters, etc.
Conclusion Two.
Public high school graduates are less likely to graduate from college than private school
graduates. This conclusion is based upon the following findings of the study. According to the
results, more than two-thirds of those who did not graduate had attended public high schools (n =
1,214, 67.9%). Furthermore, private high schools did have the edge on degree completion
graduating more students from college than public high schools, at least regarding the selected
university in this study. When the variables were tested for independence, the computed Chi-
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Square value was 79.428 (df = 1, p < .001). Since the alpha level established à priori in this study
was a = .05, this test result indicates that the variables of Type of High School Attended and
Graduation Status were not independent. When comparing the type of high school attended and
persistence to graduation, a higher percentage of private school students (73.4%) graduated than
their public-school counterpart. From my perspective, I believe there is an implication that
private school graduates who attend college are more likely to achieve a college degree because
of the preparation involved in educating them for enrollment in a university. These findings are
in contrast to Evans and Schwab (1995), with their findings supporting the claim that students
attending a private school are found to be much more likely to go to college and persist to
graduation. While it is true that teachers in most public-school systems are paid substantially
more than their counterparts in private schools, in the experience of the researcher, other areas of
support for the educational programs are far more well-funded in the private schools than in the
public schools. Additionally, most of the students attending private schools are preparing for
college admission, whereas in the public schools, the teachers have to contend with the full range
of achievement and ability levels among their students. In fact, most private schools require that
students score at a certain level of achievement on an admission test prior to them being allowed
to enroll in the school.
Based on this conclusion and implications, the researcher recommends that additional
research be conducted to more thoroughly compare the programs, funding, and demographic
characteristics of students in public and private high schools. It is generally believed that one of
the most significant factors in determining academic performance is the socioeconomic status of
the students involved. It is also widely believed that the overall SES of students in private
schools is considerably higher than the SES of students in public schools.
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Conclusion Three.
Students who begin college by both enrolling in more credit hours as well as earning
more credit hours tend to persist to graduation. This conclusion is based upon the following
findings of the study. The students who did not graduate both attempted less and earned less
hours in their first semester of enrollment when compared to the graduates based on mean hours.
Based on how many credit hours they attempted during their first semester of enrollment,
students who graduated had a mean of 14.20 (SD = 1.81). Additionally, these same students had
a mean of 13.77 (SD = 2.420) credit hours earned during the same time period. Furthermore,
students who did not graduate attempted a mean of 13.05 (SD = 2.220) credit hours in their first
semester of enrollment. These students concluded their first semester of enrollment with a mean
of 10.86 (SD = 4.337). This is also supported by the finding of Attewell and Monaghan (2016),
with their findings stating that at the beginning of their first year in college, undergraduates who
attempted more course credits per semester were more likely to increase graduation rates. From
my perspective, I believe that students who begin their initial enrollment by attempting minimal
credit hours may not take their education as seriously as those who carry a heavier course load.
However, these students may also attempt lesser hours initially because they are uncertain how
they will handle their first semester in a new environment.
Based on this conclusion and implications, the researcher recommends that the university
establish a base of required courses that all incoming students be required to take a minimal
number of hours with comparable general education courses in order to monitor their progress.
Since all students are required to take general education courses, this may be beneficial in
earning credit hours because they will be forced to take the courses at a designated time period
and not enroll in courses they may not adequately be prepared to take. Enrollment in these
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courses and credit hours may also provide a realistic overview of what enrollment in a university
constitutes.
Conclusion Four.
Many students initially enroll in a major that is designated as being in a STEM
curriculum; however, those who graduate do not necessarily complete their degree in STEM
field. This conclusion is based upon the following findings of the study. Both the graduates and
non-graduates were compared as to whether or not the student was enrolled in a STEM
curriculum within their selected/desired major during the first semester of enrollment at the
university. The statistic used to accomplish this analysis was a Chi-Square Test of Independence.
When the variables were tested for independence, the computed Chi-Square value was 33.295
(df = 1, p < .001). Since the alpha level established à priori in this study was a = .05, this test
result indicates that the variables of STEM curriculum and graduation status were not
independent. This nature of the association between these variables was such that a higher
percentage of students enrolled in a Non-STEM curriculum (71.3%) graduated than those not
enrolled in a STEM curriculum (63.6%). Additionally, the variable that entered the discriminant
model third was first semester declared major, specifically as STEM or Non-STEM. This
variable had a standardized canonical discriminant function coefficient of β = -0.175. The nature
of the influence between first semester declared major, STEM or Non-STEM, and whether or not
the student persisted to graduation within six years of first enrollment was such that a student
who declared a STEM field major during their first semester of enrollment was less likely to
persist to graduation within six years of first enrollment.
From my perspective as a researcher, there is an implication that students who initially
enrolled in their first semester in a STEM major made the decision to take a different path
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academically based on both personal and educational aspects. This is consistent with the findings
of Heilbronner (2011), which states that most of the STEM attrition takes place during students’
undergraduate careers. Considering the selected/desired major that the students chose in their
first semester was in a STEM curriculum, the majority of those who did graduate did not
complete their degree in a STEM field. This may have been the case of a student realizing his/her
likes/dislikes and strength/weaknesses along the way. Personality types also play a key role. For
example, students who are more socially adaptable may prefer a degree program in the social
sciences with more interaction with others, whereas as students who gravitate to a degree
program that is more rigorous regarding science, technology, engineering, and math courses may
prefer little interaction. Many students enroll in courses not knowing the extent of the time and
effort it takes to comprehend the subject matter. It is the recommendation of this researcher that
students be given a survey provided by academic advisors to gauge their likes and dislikes on a
variety of subjects followed by an actual aptitude test with a focus on the sciences, technology,
engineering, and math courses. This may be necessary in order to steer a student in what may be
the right direction for them early on in their college career.
Conclusion Five.
Students who graduated from college who initially received a major scholarship are more
likely to graduate with the utilization of the award. This conclusion is based upon the following
findings of the study. One of the variables upon which graduates and non-graduates were

compared was whether or not the student received one of the university’s five major
scholarships. The statistic used to accomplish this analysis was a Chi-Square test of
Independence. When the variables were tested for independence, the computed Chi-Square value
was 113.840 (df = 1, p < .001). Since the alpha level established à priori in this study was a =
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.05, this test result indicates that the variables of major scholarship recipient and graduation
status were not independent. This nature of the association between these variables was such that
a higher percentage of students who received one of the university’s five major scholarships
(77.2%) graduated than those students who did not (62.0%). From my perspective as the
researcher, the students who did receive a major scholarship did not take the award lightly
because over three-quarters of those students graduated from college. These students may have
needed the major scholarship due to a lack of funds to pay for college, or the students may have
not needed it but appreciated the award and utilized it for what it was meant to accomplish. It is
recommended by this researcher that a survey be distributed to those students who received a
major scholarship in the last semester of their enrollment prior to graduation that may provide
feedback on how the major scholarship affected their academic performance throughout the
duration of their enrollment. Those students who received a major scholarship but did not fully
utilize it and still persisted to graduation will be able to provide insight as to why they did not
maintain their scholarship.
Conclusion six.
Gender and the type of high school attended had minimal influence on persistence to
graduation. The strongest influence appears to be what occurred once they were enrolled in
college in their first semester. This conclusion is based upon the following findings of the study. The
variable that entered the discriminant model first and had the strongest influence on the
dependent variable, whether or not the student persisted to graduation within six years of first
enrollment, was first semester GPA. This variable had the highest standardized discriminant
function coefficient (β = .0.703). The nature of the influence between first semester GPA and
whether or not the student persisted to graduation within six years of first enrollment was such
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that a higher first semester GPA increased the likelihood of the student persisting to graduation
within six years of first enrollment. Additionally, the variable that entered the discriminant
model second was first semester earned hours. This variable has a standardized canonical
discriminant function coefficient of β = 0.251. The nature of the influence between first semester
earned hours and whether or not the student persisted to graduation within six years of first
enrollment was such that a higher number of first semester earned hours increased the likelihood
of the student persisting to graduation within six years of first enrollment. Furthermore, it is
worth noting that the variable that entered the discriminant model seventh was gender. This
variable has a standardized canonical discriminant function coefficient of β = 0.068. The nature
of the influence between gender and whether or not the student persisted to graduation within six
years of first enrollment was such that a female student was more likely to persist to graduation
within six years of first enrollment. However, this variable was not part of the optimum model
which included only first semester GPA and first semester hours earned.
From my perspective as a researcher, there is an implication that a student’s persistence
to graduation is not based upon attributes such as gender or a student’s previous academic record
before college enrollment, but graduation from college is strongly influenced by how the student
performs academically once enrolled in college, specifically in his or her first semester. A
student may enter into college with a stronger work ethic than what was experienced in high
school due to a variety of factors, primarily maturity. College is also a different environment,
where students are typically able to make their own decisions with little to no involvement from
others. Due to a variety of factors that a student may experience further research is needed to
take into consideration factors other than just academics. For example, extracurricular activities,
employment, and club affiliations need to be taken into account because many students do

85

experiment with different aspects of university life during their first semester of college. Based
on this conclusion and implications, the researcher recommends that additional research be
conducted to compare student involvement in extracurricular activities as well as workforce and
family obligations with academic progress during the first semester of enrollment.
Conclusion Seven.
Students who perform better academically and attain higher GPAs in their first semester
of enrollment are more likely to graduate than those students who do not perform as well during
their initial enrollment. This conclusion is based upon the following findings of the study. The
mean GPA in their first semester of college for the students who graduated was significantly
higher at 3.18 (SD = .660), while those who did not graduate had a mean GPA of 2.29 (SD =
1.063). The graduates and non-graduates were also compared by their first semester GPA using
the independent t-test. The results of this test indicated that the students who graduated from the
university within six years of their initial enrollment had a significantly higher GPA in their first
semester of college enrollment (𝑥 = 3.17, SD = 0.660) than those who did not graduate from the
university (𝑥 = 2.29, SD = 1.063) (t 2504 = 32.387, p < .001). Additionally, the variable that
entered the discriminant model first and had the strongest influence on the dependent variable of
whether or not the student persisted to graduation within six years of first enrollment was first
semester GPA. This variable had the highest standardized discriminant function coefficient (β =
.0.703). The nature of the influence between first semester GPA and whether or not the student
persisted to graduation within six years of first enrollment was such that a higher first semester
GPA increased the likelihood of the student persisting to graduation within six years of first
enrollment. Furthermore, the two independent variables from the discriminant model that had
structure correlations that met the criteria for substantive significance were first semester GPA as
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well as the credit hours the student earned in his/her first semester of enrollment. From my
perspective as a researcher, there is an implication that students who do graduate from college
apply themselves academically in their first semester of college and take their education more
seriously than students who do not do as well academically. It is recommended by this
researcher that there be a monitoring process for students to be assessed multiple times
throughout the first semester of college as well as their first full academic year by the university.
This is consistent with the findings of Tinto (1993), who reported that effective retention
programs are first and foremost committed to the education of all, not just some, of their
students. For instance, instead of waiting until the usual midterm point in the semester, have the
students assessed at shorter intervals in order to gauge where any issues may be, thereby
allowing an intervention early enough in the semester to help the students. Many students may
be afraid to ask for help, and for some, an instructor may be intimidating for that student.
Programs also need to be made available for students to seek assistance with tutoring in general
courses that all students must take, and there needs to be notification of these programs.
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APPENDIX A. COMPLETE LIST OF GRADUATE FIRST SEMESTER
MAJORS

Major
ACCT
ADP
AGBU
AGED
ANTH
ATRN
BCH
BE
BIOL
CE
CES
CFS
CHE
CHEM
CM
CMST
COMD
CSC
DESD
DESR
DH
DUALC
ECONS
EE
EEC
ELED
ENGL
ENGRU
ENSYS
EVEG
FIN
FREN
GBUS
GEOGA
GEOGS

Fall 2014
Frequency
90
73
10
4
12
27
62
70
358
78
23
4
165
24
36
7
32
85
1
1
9
3
10
34
30
37
36
17
2
18
81
4
182
1
1
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Valid Percent
2.5
2.1
0.3
0.1
0.3
0.8
1.8
2.0
10.1
2.2
0.7
0.1
4.7
0.7
1.0
0.2
0.9
2.4
0.0
0.0
0.3
0.1
0.3
1.0
0.8
1.0
1.0
0.5
0.1
0.5
2.3
0.1
5.2
0.0
0.0

Major
GEOLP
HIST
HRE
IE
INTL
IS
ISDS
ITF
KIN
LIBAR
MATH
MBIO
MC
ME
MGT
MKT
MUSED
MUSIC
NFS
NREM
PA
PARCH
PART
PETE
PHIL
PHSE
PHYS
PID
PK3CT
PLA
PLAW
PLSYS
PMDT
PMED
PNURS

Fall 2014
Frequency
15
23
2
21
32
1
7
27
167
12
12
15
190
182
53
56
17
9
35
34
17
27
24
247
6
1
20
21
7
5
1
6
4
2
52
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Valid Percent
0.4
0.7
0.1
0.6
0.9
0.0
0.2
0.8
4.7
0.3
0.3
0.4
5.4
5.2
1.5
1.6
0.5
0.3
1.0
1.0
0.5
0.8
0.7
7.0
0.2
0.0
0.6
0.6
0.2
0.1
0.0
0.2
0.1
0.1
1.5

Major
POLI
POT
PPHAR
PPT
PRMUS
PSYCS
RTH
SCIUN
SOCL
SPADM
TAM
THTR
UNAH
UNSE
UNSS
Total

Fall 2014
Frequency
49
8
26
31
1
107
1
2
38
20
22
14
47
145
42
3530
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Valid Percent
1.4
0.2
0.7
0.9
0.0
3.0
0.0
0.1
1.1
0.6
0.6
0.4
1.3
4.1
1.2
100.0

APPENDIX B. COMPLETE LIST OF NON-GRADUATE FIRST
SEMESTER MAJORS
Major
ACCT
ADP
AGBU
AGED
ANTH
ATRN
BCH
BE
BIOL
CE
CES
CFS
CHE
CHEM
CM
CMST
COMD
CSC
DESD
DESR
DH
DUALC
ECONA
ECONS
EE
EEC
ELED
ENGL
ENGRU
EVEG
FIN
FREN
GBUS

Fall 2014
Frequency
30
41
2
1
4
15
21
7
175
20
9
3
68
12
14
1
5
58
1
1
16
1
1
5
19
21
13
15
7
2
23
1
62
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Valid Percent
1.7
2.3
0.1
0.1
0.2
0.8
1.2
0.4
9.8
1.1
0.5
0.2
3.8
0.7
0.8
0.1
0.3
3.3
0.1
0.1
0.9
0.1
0.1
0.3
1.1
1.2
0.7
0.8
0.4
0.1
1.3
0.1
3.5

Major
GEOLP
HIST
HRE
IE
INTL
IS
ISDS
ITF
KIN
LIBAR
MATH
MBIO
MC
ME
MGT
MKT
MUSED
MUSIC
NFS
NREM
PA
PARCH
PART
PETE
PHIL
PHYS
PID
PK3CT
PLA
PLAW
PLSYS
PMDT
PMED
PNURS

Fall 2014
Frequency
4
7
2
6
11
1
2
10
75
12
11
10
59
108
32
26
1
4
14
19
10
14
9
111
2
12
8
1
3
3
1
2
2
154

92

Valid Percent
0.2
0.4
0.1
0.3
0.6
0.1
0.1
0.6
4.2
0.7
0.6
0.6
3.3
6.1
1.8
1.5
0.1
0.2
0.8
1.1
0.6
0.8
0.5
6.2
0.1
0.7
0.4
0.1
0.2
0.2
0.1
0.1
0.1
8.7

Major
POLI
POT
PPHAR
PPT
PRMUS
PSYCS
RTH
SOCL
SPADM
SPAN
TAM
THTR
UNAH
UNSE
UNSS
Total

Fall 2014
Frequency
20
2
23
20
2
67
2
23
10
1
11
8
33
119
19
1780

93

Valid Percent
1.1
0.1
1.3
1.1
0.1
3.8
0.1
1.3
0.6
0.1
0.6
0.4
1.9
6.7
1.1
100.0
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Figure C.2. Graduate Fall 2014 Hours Earned
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Figure C.3. Graduate High School GPA

Figure C.4. Graduate ACT Composite Score
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Table C.5. Graduate Fall 2014 Semester GPA

Table C.6. Graduate Final GPA
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Figure D.3. Non-Graduate High School GPA
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